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e A fime when natonal ssues are overshielnpg the

scheols, “localism™ <t doeminates the system

Public school principals, sateheepers of cducat

reform

In 1970 onh 368 of those persons receny e doctorates
i educational administration or supervision actualhy took

feadership positions m the public schoods
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An oversgppisy of credentmded candidates stand i hine

tor leadership positions i the maiian's public schools
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" Introduction

Public educatlon at all levels, is . vestigated, particularly with respect to,

. pacity to develop the individual.

g,
3

currently under scrutiny by a wide vari- th¢ ‘matters of supply and- demand,
ety. of people and groups Both within costs, as well as to the nature of the
and outside edycation. Taxpayers and training itself. We glso agreed with Dr.
public, officials are raising serious ques- Mitchell that a study of this area needed

tions about the quality and ‘usefulness to have the céoperition of a variety of -
of the public schools. And the consum- inditutions and aggncies if the neces:

ers — students and parents — also are sary data were to bg-compiled and an-
questioning the system for igs relevance, * alyzed. Fortunately, the - necessary co-
its abilities to respond to a myriad of opération was found; we ‘join thé Acad-
educational and educanonally related - emy in thanking all those who partici-
issues, and at the e time, for its ca- _pated.
The results of Dr. \Mltchell’s work
Some say these examinations reflect over the course of a year follow this in-
a growing lack of faith on the part-of troduction. The work reflects the sin-
Americaris in the value of public educa-, cerity and objectivity of the author,
tion. 1 do not believe it is that at all. Donald Mitchell, who has long labored
Rather, it is a qu&suonmg of the effec- on the frontiers of training and public
tiveness, the effi and, increasing- .palicy reform for education. Hissgport
ly, the hum.sﬁ;:s‘%h;}[;rc}cesses and .offers much food fog thought. Ff that

systems of publlc schooli we are grateful. More importantly, we

At the same time, over the last dec-
ade there has.been much activity.t
velop remedies to imp!‘eve the condm n

-of .public education.. The years have .
- brought forth miassive federal effi
substantial foundation m?—m"sll
local

as increased efforts it stat

“levels. Much of the effort Yias been
"keyed towards the instru

ats of in--
struction, the curricllum, to the
training and developtnent of teachers
This is all to the good. and I woul hope’
it continues.

One area-of needad reform®that has
had relatively less attention and effort
is’ that of trammg;leadershlp for -the -
schools, especially:‘leadership at the
level of. the pnncﬂ)alslup and related
positions.

We, at the Potd Foundation, . were
therefore pleased iwhen Br. Donald-P.
Mitchell and his cﬂlleagues at the Acad-

‘emy for Educatiohal Development ap-

proached us about plans to’investigate
educational leadership, especially that
of training school principals. We agreed
with them thﬁ here was a s:gmﬁcant
area of trmma for educational leader-

sh:p that haé not been suﬁiclently in-

z. . 5;,’

£t

Yy

can be grateful for the issues and ques-
" tions — hard and fundamental —
which this study raises, especially those
that relate the upgradirtg and improve-
ment of public schools and their leader-
ship to present leadership training ap-
proaches. -

Whether or not one agrees with the
suggestions offered by Donald Mitchell
regarding a new and @irect intervention,
(with its “national perspective”) into
the lives of those presently hblding
Jeadership positions is not the issue:
Readers are encouraged to draw’ their+
own conclusions about his proposals
But, regardlws of one’s views about
‘them, there is no question that Donald
Mitchell has provided educators and
policy-makers-facts and figures that.
cannot_be denied and with a series of
analyses that'show simultaneously the’

dimension of both a large and signifi- - |

cant problem and an opportunity as,
wéll. I urge that this report be senously
read and studied. : -

EDWARD J. MEADE, Jn
The Ford Foundauon
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- Know There is °

" aGreat

- Deal Wrdng |

“The world alters aﬁ.we walk on it,”
Robert Oppenheimer said. Everythmg
nailed down has come Joose. It is impos-
sible to exaggerate the extent and rate
of ¢hange involved in modemlzatfon

.We are.all aware of.it, because in this -

of mass communications that are
themselves the result and further calise
of change, the message flashes around
the globe in so%nd p:ctures. and print.
- Yet even ‘as ‘societies, for the first

L ,time in haman history, find that they

have or can oné day expect to have the
machinery to place withig relich of all

people enough food, shelter, and cldth-

ing, and free pubhc educatipn as well,
the malaise that modern technology has
brouglit with it seems to threaten the
working of that machirery in the United
States. Here, in the country wiere a
contagious dream of a good life for all
citizens shaped a definitive revolution,

4

»

.

+

" we are ﬁndmg that the benefits of that
technology which promises even now

40 make the dream possible are nearly
overwhelmed by the problems attefxdant
on 'teclmologlgal growth..

The sheer power, of our productivity

.and militdry strength, and their capacity

for destruction of the environment and
the human will, has overshadow;J our
sense of purpose as a people. Fearful
of becoming the' servant of a‘con-
scienceless technology, we seck a new
sense of propostion among the intellec-
tual, physical, emotional, social, aes-

theuc, and spmtual aspects of life. Qur’

need is reflected in ‘the search fpr a
sense of community and leadership at
all levels of national life. And howhere

mmeneedgreater the search mioreim-
portant, than in the United States’ fal- .

tering public school system. Here,
wheére thé future is shaped, the nation

.v
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is in deep-trouble. ‘We all know it. We " questions in relation-to what we see as
know thatthere is a great deal wrong‘m the central consideration of the searth-
the schools. - for leadership.

. What s the source, the form, andthe  Let us again look at what is wrong

“size of the trouble in the Amencan pub- Source and Extent of

- e

lic school system? |

raeion B

How do we restore the sense of com-
«~/Mmunity awe once hadin pur classrooms?’
Where do we find and how
/" strengthen the leaders we ne%:;wur
schools? -
As authors of thi: report ‘We-have
spent a year in close examination of the
mzls public school system- and its
hip_and are freshly -aware that

queéstions have no-easy answers.
We have reached a eonclusion and de-

™

question. That is the substance of this
report. But before it can be presented,

vised a proposal addressed to the third th

theScboolProblem

““The Targer troubles of American so-

ciety are reflected in our schools. They
have, in fact, overwhelmed the schools.”
There has been a tendency to.blame fife
schools for all of our ilis. For example;,
mtroducmg a series of articles dn edu-
cation in November, 1971, the Chicago
Daily News said:

, In Chicago—ad in other blg cities—job-
less rolls grow, crime increases, and the
cost-of welfare.soars. And at the heart of

ble is the failufe of our schools.
ave spent billions in taxes trying to
:mprove the quality of education, yet our
schools slip farther behind and turn out *

it is necessary, in our opinion, 0 review thousands of youngsters who :can barely
the situation, cons:denng the -ﬂrst two  read.

-
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But th problems of Gur society and
our schools were not:credted by the

. that we have placed néw and heavier
. burdens on our system of pubnc educa-
.+ (tion.

~  The wmission of Amerivan schools

R has changed. In Aggeory, we have always

- . believed in de‘v&ﬁpmg the child to his
- fullest ability. -But social goals for the
s¢Hools have broadened immeasurablf:
" Mork and mpre; public schools have
been called on to. play the role of sub-
stitute parents (a role formerly reserved
» . in large part for private schools). Some-

. .+ thing had to be done with the kids, the
) " Ydrofouts, “everybody. The schools were
y supposed to thake up for'the deficieny

cies of paréms and society generally.

Educgtors have been called.on.to solve

\ all the nobLems nobody else quite

knows what To do about. This change

" T has come about naturally becaiise pub-

Co. N lic schqols are, accotintable to the so-
K s . ciety through boards of educatrqg and
o can therefore be made to play any r
‘assigned to thém by tht society. Teach-
cting as custodians, are thus held
ﬁnsxble for the behavior of chil-,
dren, their wards—and for much, much
more{than their behavior. Whereas/in
earlier times much'if not mest trau{mg
{technical and: pr ional) was’ re--
ceived on the job, ecf‘s omic survival in
' a highly developed mdustrlahzed $0-"
' ciety depends heavily on a certain mini~
mum of fonmal schoolmg. :

o P cUndil the eatly 1960’s, American
pubhc schools acted a5 sQgting out agen-
cies, in which middle-elass children,
S predommantly white, and already con-

At ‘s ditioned by the goals of home and so-'

) c1ety to become economically self-suf-
ficient . through the performance "of
certain tasks, -were _hélped to identify
; and prepar¢ for those tasks t6 which
they were suited. “‘Outstanding” young-

- sters were selecied for-higher educition

~ .and others were encoutaged to leave

" \‘l‘ 6 .

‘. w
A
¢
[g

o g o

v £
o

schooks. What has actually happened is '

“school to enter the Work force. In the

last half of the .1960’s, the schools be-
gan to recognize, belatedly, the need to
encourage similar goals of economic *
self-sufficiency: among the childfen of
dxsadvantaged largely nonwhite minor-
itiesand to try to provnde specxal help
for them. :

-—-But-education of - tﬁe d;sadvantaged

presents critical difficulties. The 1966
study conducted by James'S. Coleman
Pf Johns Hopkins' University for the
U. S. Office of Educatxon, Equalzty of”
Educational Opportumty,,’ came “to
some disturbing conclusions, with'
which. educators and public officials
will.be wrestling for a long time: The -
Coleman” Report indicated that. mino-
ity children entered the first grade at a
’ level of. scholastic
hite, middle-cldss *

 thereafter so that by thdeighth grade
they were relatively further behiad than

they had been in the. first. The schools .
have been called upon to remedy this
ituation. ~ .
ingly, upward social moblht-y
takes the form of giving childfen more
education than their parents. Today,
the pubhc schools are enrollmg more
youngsters than ever before in both ab-
solute and -r¢lative terms. (There are K
now as many students in U. §. colleges .
as there were in the schools: twenty
years ago.), The United States is try-'
ing to educate more people than any
other nation with the exception of pos-
sibly the Soviet Union. In 1970, some
45.5 mllhon ‘young people? attended
pubhc schools, and regardless of their

7mood their color, and other distinguish-
-ing chafacteristics,. the system_had 'to
. provide for their housing, in mbst ‘in-
" stances a part,of their feeding, and thein” -

‘education. . By any standard, this is a
big operation. Forty-five gnd a-half mil-
lion-people is more than the total popu-
lation of three-fourths of the\nauons on
carth, It is almost twenty times the sizg
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of the armed forces of the United States.
¥ - .Asthe social legislation of the 1960’s
.o . generated expectations for broader ed-
- ueational opmrtunane fash-
" fonable to damn the schiools withcut
s asking whéther society was requiring
“.them to perform new fungtions. Yet,
. m/addmon to overcoming the sévere,
o specnﬁcally educational handicaps of
minority children, even as poverty, un-
employment, restrictive “hiring prac-
tices, bad housing, and ‘poor. medical.’
care reinforced their poor school per-
Y formance, the schools were also bejng
charged with changing racial attitudes
- and correcting’ a-wide range’ of social
- . deficiencies. Education was confused
. with social enfineering,
Jlohn 1. Goodlad, Dean of the UCLA
; Graduate School”of ‘Education, at-
. tacked this tend,ency to demand too
" much of the schools in *an address,
“Who Should Be'In Charge What De-

, cisions, by Whom” given .at Linton
< High School inSchenectady, New York
U on April 27, 1970.3 He said: e,

. If you want to really eliminate un-
employment, you create jobs. If you want
to really eliminate the slums, you, cleatup
the sloms, but you don't hold"*education
responsible for getting it done. . - Because.
*education is a lp -terig answer to man-
kind's'preblems and not a short-term one,
¢ wenust very carefully, at alf levels of edu-
i, cational -decision making, differentiate
i betweeir what education can do in the long

run ahd what hyihad engmeermg can do in
v the shon run. . L

)
e I IRARIAR it m et BT

.

. But ‘what of the acknowledged re-
sponsnbxhty of thg schools to help chil-
dren learn? In this basic area, they are

p . too often clearly failing. Too many chil-
®  drgn are being turned off frogi the de-
sire ‘to learn. Thgy feel oppressed’ by
' ) their classroom experiences. In ificreas-

s ing numbers, parents and children alike

are asking that the schools stop confus-

ing grade achievement with education.-’
. . It now apppai-s ‘beyond” argument that

age-grouping, teacher-centered instruc-

= o _tiod, and compulsxon are not @ettmg

—
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the job’ done All this has been pointed

out by John Holt, George Dennison,
Joseph Featherstone, and many-others.

Charles Silberman in his Carnegie
Foundatlon-supported study,” Crisis in
the Classroom, wrote:

.
&

It is not possible to spend any prolonged -

period ‘visiting public school classrooms.
without being appalled by the mutilation
“visible everywheremmutllaxlon of spon-
taneity, of joy in learning, in pléasure of
creating, of sense of self. The public
schiools—those killers of the dream,’ to
appropriate a phrase of Lillian Smith's—
are the kind of institution one cannot real-
ly dislike until ane gets to knoy them well.
Because adults take the school so much
for ‘granted, they fail to appreciate what
grim, joyless " places most American
*, schools are, how oppresive and petty are
the rules by which they are governed, how
mtellectually sterile and esthetrcally bar-
ren the atmosphere, what an appalling lack
of civility otytams on the part of teachers
and principals, what contempt they un-
ﬁonscwusly 'display ¢ : children as chil-
ren.' | 2

Even casual journalistic commen:-

.tators have uniformly found much to
criticize in the American classroom.
The English writer, Anthony Burgess,
in a November 7, 1971, article for the
New York Times Magazine entitled “Is
America 'Falling Apart?” told of his
own.expenence as a.parent living in the
Unifed States

‘It would bc supererogatory for me to

- list those areas in which thoughtfu! Ameris
cans feel that c llap;e is coming. It is
enough for me to ¢oncentrate on what, dur-
ing my New Jersey stay, impinged on my
own life. Education, for instance, gince.1
have a six-year-old son to be brought up.
America has always desplsed its teachers,
and, as a consequence, it has been granted’
he teachers it-deserves., The quality of

]

. ﬁrss-grade education that i eccived,
in a New Jersey town nétm excel-

lence of its public schools, coutd not, |

-suppose, be faulted-on the level of dogged .

conscjentiousness. The principal had read
all the right pedagogic books, and was
ready; to quote these in the footnotes to his
‘¢ircular exhortation to parents. The teach-
ers w?rked ng;dly from she approved ~ig-

\ |
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idly programed primers, ensuring that
school textbook publication remains the
big business it is. But there seemed to be
no spark, no daring, no madness, no readi-
ness to engage the individual child’s mind
as anything other than raw material for
statistical reductions.” - g .

Where ‘does the fault for this failur
lie? In the April, 1970, issue of Ameri-

can- Education, Keith Goldhammer .

and Gerald L. Becker, writing on the
basis of a University of Oregon study,
said: .

There appears to be considerable’ pub-
lic apathy toward clementary education. It
is hard to believe that a society that really
treasures the elementary schools as educa-
tional institutions of vital concern in help-
ing young people grow to maturity and

-live effective lives would neglect its
schools as much as they obviously have
been. Sometimes we felt as we vjsited
schools across the country that the people
really didn’t want elementary schools to
be educational institutions; they seemed
happy to have them serve as glorified baby-
sitting operations.® '

} After visiting some 260 classrooms

in 100 elementary schools in thirteer

states, John Goodlqd concluded that
the schools are “anything but the ‘pal-
aces>of an affluent society.” On the con-

lrary, they look “more like the-artifacts

+

of a society that did not really care
about its schools, a society that ex-
pressed its disregard by creating schools
less suited to human habitation than its
prisons.”? ’

Still, it is not all a matter of public-

‘apathy. Expenditures for education
have increased rapidly. In 1949, public
school spending comprised 2.3 percent
of the gross national product. In 1967,
it was 4 percent.® But schools today,
both public and nonpublic, face a fi-
nancial crisis bordering on chaos. There

is an acute reed for teform in school

financing, ‘especially in the cities, in-

" creasingly beset by demands for public

. services of all kinds, where some 65

percent of the total budgets go to non-
educational purposes, leaving 35 per-
cent for the schools, according to the

4
8

U. S. Office of Education.® In the sub-
urbs, the situation is precisely the re-
verse. The costs of education in the in-
ner cities are appreciably higher than
in suburban and rural areas. Because of
the continuing drift of rural and other

poor people to metropolitan areas in,

search of jobs, city schools are called
on to deal with a high proportion of
ydungsters who bring with them a bur-
den of disadvantages that requjre spe-
cial effort and more épst”ﬁ'&rgl
approaches. N

Not only are there extra Costs con-

nected with providin~ special kinds of, -

schooling. for .disadvantaged children
or those for whom English is a second
language, but there are the costs of pro*
viding for the physically handicapped,
espegially the blind and the deaf. The

+recent study “Future Directions for
“School Financing—A Response to De-

mdnds for.Fiscal Equity in American
Education” by the National Education-
al Finance Project, 1971, funded by
U.S. Department of Health, Education
"and Welfare, shows that given the pres-
ent ways of education, it costs 3.25
times more to educate a physically
handicapped ¢hild as to educate a reg-
.ular elementary student.!® The need
for reform of a system that spends in-
versely to need is obvious. T

There are extremes in the per pupil

. expenditures from district to district

that tend to'be inverselyrelated to edu-
cational need. Within the states; one
-firids per pupil expenditures in the rich-
er distri¢ts anywhere from two to five
times greater than in the poorer dis-
tricts.!* These differences, which create
serious inequities in educational oppor-
tunity, are a natural outcome of a sys-
tem whereby tlie states create school
districts of widely varying taxable prop-
erty wealth per pupil and permit these
variations to affect thie level of spending
in each district. N
‘In 1971, this system was the focus of
hearings held by:the Senate Sglect Com-

*
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pupil, which was $42 less than

mittee on Equal Educational Oppor-
tunity. Professor John Coone, of the
Umversxty of . California Law School
told the Committee: .

“The degree to) 'whlch district spendmg
per pugil 15 affected differs from State
to State. The magnitude-of difference
within the typical northern.industrial state
with its clusters' of extreme wealth and
poverty can be staggering. In California.
the range of spending for, elementary
schools extends from about $450 to sev-
eral thousands of dollars per.child. The

-rates, of course, arg related inversély.
,While a district like Baldwin Park taxes

itself at 5.26 percent per hundred dollars
of assessed valuation, nearby Beverly
Hills carries a rate of only 2.38 pcrcent

. ‘Meanwhile Beverly Hills spends per pupil

at well over twice' the level of the poorer
Histricts.!?

~ On Aygust 30, 1971, the system was

held ungonstitutional by the California
Supreme Court in its decision in the
case of Serranc vs. Priest/

A U. S. Office of Education study
made public on January .16, 1972, re-

,vealed- that a majority of the nation’s
_big-city school systems receive a pro-

portionately smaller share of state edu-
cation furids than their suburban or ru-
ral counterparts: The study: also found
that while’ 65 percent of all big-city

“school systems were able to raise more,

on d per-pupil basis, than the statewide
average from local sources, the low
level of state support usually resulted in
«otal per-pupil revenues below the state-
wide average, St. Louis, for example,
reccived $182 per pupil from the state,

“or $55 Iéss than the state average, while

the local schdol' system providéd $10
more per pupil than the state gverage.-
Total revenuc amounted to ‘$725: per
state
average, dccording to the study con-
ducted by OE's Natwnal Center :for
Edrcational Statistics

The financial abnhty and. property
tax efforts of 25 big-city- systems for
which data were available were also
analyzed by the U. S. Office of Educa-
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tion. Using an adjusted \assessed prop-
erty valuation as the indicator of finan-
cial ability, USOE found that 64 per-
cent of the big-city,systems had assessed
valuations higher than the statewide
-average. .In addition, 36 percent sup-
ported' a tax.rate that whs. higher than.

the state wide average, 24 percent sup-

ported a below-average .tax*rate, and .
40 percent supported a rate>approxi-
mately equal to the average.’ .

. The Federal influénce on local school
finance was fdund by the USQE in-
vestigators to be mixed: funds dis-
-tributed under provisions of the Ele-
mentary and Secondagy Education Act
apparently favored the" 87 blg-cny$s
school systems, with 63 percent receiv-
ing more than the statewide average.
However, the effect pf other federal
programs diluted the inpact of ESEA
Tevenues, so that 51-percent of big-city
systems received less than the statewide
average for all federal funds.'4

U..S. Commissioner of Education -

Sidney P. Marland, Jr., cemmenting on
the study, said thatx .

.In view of the evident financial plight
of many urban Schools, the inequities of
current state- school aid -practices which
this ‘study reveal make it imperative for
each state to reassess its school finance
procedures to determine how fairly its ed-
ucation dollars are being distributed. Al-
though we in the Federal Government are
in the process of re-examining Federal
schaol “aid practices, the ‘major- snare of -
local school revenues will continue to
come from State and local resources 15

.+The Select Committee on Equal Ed-
“ucational Opportunity of the U. S. Sen-
ate brought out some of the disparities
existing amopg the states as well/as’
within them. Three or four dectdes ago
the wealthiest states-muated mote than _
six times, &s much money in education”
as the poorest. The ratio has ir improved
somewhat, the U. S. Commissiotier of
Education told the National Associa-
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tion of State Boards of Education at 4%

Atlanta, Géorgia, on October 12, 1971.
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*Itis now a little less than three to oge,” with its constant.shifting and resettle-
he said, “and can be expected to dimiri- ment of people, the true neighborhood
ish as the years go on.” But notwith~ school is something of a myth. .
standing Commissioner Marland’s pro- Rampant and widespread criticism
fessional optimism, there gre still in- has prompted many suggestions for re-
equities. James Guthrie, from the Uni- “form and has resulted in programs rang-
versity of California at Berkeley, in ing from Title I of the Elementary ahd
testimony before the Senate Committee Secondary Education Act intended to
on Equal Educationgl Opportunity de- provide specral assistance to disadvan-
scribed them this way: o~ ~taged children tg the contracting out of’

* One of 0:1,' principal -cducational in- public school Rrogramsqto private bgsn-

. equities occurs as'a consequence of achild eSS firms. L. . .

having tne misfortune to-reside in a rela--  Basing their proposals on the convic-

ey poor s, The Sipariy In e tion that unvildly oranizationl sr-

states, cogapared to those w high wealth, rapgements have §t1ﬂed ‘?fea‘“’“}’f m-

states, is well known. . . . such discrep- agination, and drive, some educators

ancies are not simply a consequence of have saggested the need for “self-
neglect or lack of concern on the part of* destruct- organizations;? autoromnious

‘(')‘e i"“habi‘:’""s "f:"l"g(;egxf’ﬁ'?d'.‘“.'c psi[;‘;e.s- modules”of talent that would be mobi-
n the contrary, in , IVIIBSI1SSI S)- [y Y- ) . :

~dents taxed tl:zmseIVes at a rate gqual tJo lized for'§ge01ﬁc Jo.b-s and then disman- «

4.42 percent of their personal income. De-  tled. Decision-making by computer has

spite this levelof effort they were able'to attracted somé, while others have sug-

generate an average of only $462per pu- gested the application of greup process

P'LdBy contrast New.f}(f’fk siate fcf_"d""‘? techniques as a means to help create a

e Sighly 1o 01 (426 P more open sendive warking cmiron

ess.16 . - ment: . " s

i | e e . Alternatives to formal sgchooling such
_ Suits.challenging the system of pub- 45 the Job Corps and street academies

_ Jieschool financing are pending insome  haye sprung .up all around us. It has

half a dOgen states and are expected t0 even been sxig@nsted”ihat-'if we are un- °
be filed in at least 29 more foﬂ'dwing, wi]]i'ng o face thé h}éaning of ouf hu-

- the decision in- Serrano vs. Priest. The .manity ‘perhaps the schools should col-
results, if they follow the Californiapat- -[apse epirely to be replaced by other. * .
tern, could be dramatic, . "+~ learning techniques that will recognize

A the needs of people. “Universal educa-

The Search for Alfernatives . tion through schooling is not feasible,”,
7 be better i1 ' *@clares Ivan Illich.!? Iflich, who has

+ Would it be better ifth® Federal Gov- _ been proclaimed as the central figure in

. —efnment took over the whole public the entire’school-reform debate Within
school operation? Few amongus would “the Western Worldwses education as a , .
gq along with that idea. Conversely, it “yehicle for social criticism. But he aims ~

* is often suggested that educatiogal di- jth accuracy.at unquestioned weak-

rection of each neighborhood be'turned  negses jn bur system..In his book De-
over to parents. But this would deprive schooling ‘Society, he wrote: e

4

. the. disadvantaged of the help and in-. . - e . |
* terest of more affluent neigﬁborh'oods, . In the United States per capita costsof  +* °~ o ¢
.and, more basically, there are few com- Schooling have risea almog{"as fast as the -~ - N
hities sufficiently stable to iaintain SOt © medical treatment, . . . But'in- : S o
munifies sutliciently stabl creased tredypent by both doctors and » 0. - O
. the continuity of direction necessary teachers has shown stgadily decliningsrre- % ‘
" for successful schools. In our society, sults. ... Th§ ihcrease in educational ex- L ol
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penditures has produced even stranger re-
sults; otherwise Presxdcm Nixon cquld not ’
have been moved .this sprmg to pfomisc
that every child shall®oan have the “right
to read’ before leaving school. TFhe .
United States. which spént nearly clghty
billion dellars.in 1969, for ‘defense’ in-

' cluding its deployment i} Vietnam, is ob-

wously too poor to pmwde cqual school-
ing.18 ™ .
.The aughors\of this report believe
that' current criticisms_of the schools’
should properly. lead toward school re-
form, not rejection of schools and
schooling as such. The current reform
movement began partly with the con-

- cern about national defense,* crime,
_ and social disorder and intertwined with- -

the thrust for civil rights. Various
strains and contradictions—Wetween i~
tegration and decentralization, be-

" tween radical chapges in teaching tech-
- -niques-and-community invojvement—

have'splintered the movement. But the
basic fact, as we-see it, is that children .
will continue “to spend their days in
school.

Today there is a tide, a small but
hopeful movement toward a rejuvena-
tion of education centcred aveypd the
child himself and his needs. One indica-
tion of change isthe adoption by sone
schools of the “open™ classroom teach-
ing method. Open classroom methods
had their start in nursery schools in En-
gland "and America—with roots in
Montaigne, Rousseau, Pestalozzi, Froe-
bel, Montessori, Dewey and direct guid-

"ance from developmental psychologists

Jean Piaget, Susan and Nathan Isaacs,
and Jerome Bruner. The idea that a
child’s natural drive to learn fluurishes

‘best in an irformal, subtly controlled
¢lassroom rich in.things to do is being

put to the test in a few schools.in the
United States now. In some, these new
methods have beeri carefully developed.

In others, they have Loen.put together:

* National Defen: Educauon Act (NDEA)
of 195& placed emphasis on science and mathe- *
t'?aucs to buttress U. §. defense in rlce with

ussia, ° v

£o \ ‘w

too hastily by school administrators
looking for shortcuts to yuality'educa-
tion or *by parents ruaping  “free”
schools to rescue their children from
the deadening effects of publlc !
classrooms.

.Even in educatlon, the pace of
change has accelerated somewhat in re-
cent years, but there is always a lag be-
tween the time néw ideas are aired and’
adopted widely by schools or othér in-
stitutions. Studies Have shown that our

educational practices change more °

slowly than those of our fagms, our
doctors, our . industries. There is no
-danger that the public school systems
“will move;too fast. School officials usp-
ally handle new idecas with extreme cau-
tion. . TN

-

The System and_
the Peonle in Charge

‘Since the end of World War 11, great
\;mﬁmﬂ)gbeen focused on the pib-

lic school sys d the people in-
volved. Crities and su
have put forth propoaals and

to the local dlStl‘lCtS states, and the™

U. 8. Congress. Professxonal associa-
tions have called for such measures as
expanded libraries, more counselors,

better procedures. There have’ been . - .

widespread efforts to improve 5cience
curriculum ‘materials,” train science
- teachers through institutes, ungrade the
schools, and introduce.new and varied

staffing patterns. But little if any anal--

ysis has been made of the system itself,
how it works, and how it could be

changed for the better. Little: atfention -

has been paid-to the actual peoplé in
charge of the operation.*

During the past year, we have taken
a look at thé generally ovetlooked lead-

* For a discussion of this see Damcl E. Grif- NS

fiths, “Administrative Theory.” and Russell
Gregg, “Preparation of Administrators.,” En-
eyclopedia of Educational Research, Fourth Edi-
tion, London: MacM:llan Co., 1969, pp. 17-23
and pp. 293-100:
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ers in .c2  public caucation and
examir - af’
and the system in which they function. -

"Our idea was to find out what was ac-

“tually happenin§ in the American

school system and then, on the basis of
the facts,.to make ‘suggestions abouit
ways to better equip the leaders to- meet
the thallénges they face.

The vast, locally-based system with

‘ 1}5 highly diversified functions operated

during the 1970 school year at a cost
of about 42.4 billion dollars to provide
educati

pils. (Of t
cent is finaiiced. by the local districts,
40.9 percent by the states and 7.2 per-

cent by the federal government.)!? The -

differences within it—between urban

+ - and rural schools, the modern school

P

. a continental span of some 3,000 miles* school superintendent. He, fynctions
* embracing large urban centers, moun-,. with the help of various assistants in his -

building and the one-foom school-‘

.vailable data on 'them.

acco‘rding to National Education As-
_sociation figures for 1970, whiig at the
‘opposite extreme, about 32 percent of
all operating systems had enrollments
of fewer than -300 pupils and these
5,435 systems accounted for only 1.5
percent of the total.2!

Surqungly, the larger number of
Americalr high schools are small. This
is indicated by the fact that sometlnng
over one-third of-the principals served
schools with fewer than 250 sgudents.

Less than 20 percént of ‘the secondary :
for some 45.5 million' pu- Mchoels have as many as 1,000 stu-
operating costs, 51.8 per--

dents.?? . ,.
pite its great dlvers:ty, the enor-
m s ‘complex that is the Amencan
1 system has one thing in com-
mor, That is the method- of manage-
mend Operatihg through the 17,200

schoo\\districts supervised by the states
and ai

e b

. house, the integrated, the suburban,

by some 2,000 institutions §f .
and the ghetto school-—are profound highér education, nhas at the Jocal dis- it e e
The complexity of the operation is sug- trict level, a relatively srnall number of :

AN

e

gested by the fact. thdt it encompasses people who administer it. \ - .

17,200 ‘school. districts spread across

The titular head of each system is the

tain ranges, prairies, and deserts, and office. At the school-house door sﬁands -
serving a people of diverse colors, re- * the principal. Hé, too, may have as-

ligions, and cultural backgrounds. The

schools, are as dxvas:ﬁcd as the land it-

self.
In some of léle least populated states,
there are more school districts than _
there are in dertain densely pOpulateﬁ
states. The entire state of Hawaii is a
single school district. New York City,
which is‘a siigle district; has .as many
children atten&l.mg schools as the 759

districts in the yest of the state.2? About
half of: the’ seqondary schools are los -
cated in areas ribed as small towns

with populations of 5,000 or less, or in
rural ar¢as. Only 11 percent of the high
scHools are located in oities with more
than 250,000 inhabitants. More than
30" percgnt of the total enrollment is
concentrated in 192 ‘school. systems -
with enroliments of 25,000 or more,

i

" 12 - . I

_sistants. Floating somewhere in between
are various supervisors, coordinators,
directors, and other adniinistrative ang
technical personnel. :
Professional personnel employed by
the system.for the.school year 1970-71
totaled 2,302,212, with teachers com-
prising 88.4 percent or 2,034,518 of
the total. An estimated, 65,306 profes-

sional employees manned the central

offices of -the public schools, Of these,
21,857 were superintendents, associate
and assistant superintendents, or their
assistants. Only 4 per-ent of the total
profegsi
or ‘assistant principals. These totaled
93, 558 of which 70,259 were super-
vising principals. The remajning per-
sonnel included some 30,750 librarians,

about 39,350 counselors, plis spe- ,

1
I

\l fa]

onal personnel were principals
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cialized employees such as social work-
ers, psychologists, and nurses.*3 -

Many reformers have placed the
blame for the deadening effects of the
education bureaucracy on the teachers.
But teachers do not run the schools.
The principals are both the de facto and
de jure managers of the cntire enter-
prise. The system of public education
is such a large operation that it is ex-
tremely difficult to fasten on a point of

' entry to attain improvemeni. But stand-

17
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ing as he does at the school-house door,
the principal is easily identifiable as the

N key@germiner of climate in the school.
L

arge sums of money havc been
spent to revise the curriculum, change
the organization, construct new kinds
of school housing, encourage commu-
pity control-—to name_a few innova-
. tions. In each instance in our opinion,
“the key figure—the school principal—
has been_overlooked. Kurt' Lewin had
a name for these individuals who link
interpersonal . communications net-
- works” to something “outside”; ‘ he
called them gatekeepers.?¢ It is-the
principal who can make something

work or frustrateit. :
-A revent study of the New-York City

schools by an-independent nonschool

agency caine to this conclusion;

Good education, fike any other Service,
needs adequate funding. The appropriate
question is not how much expenditures

" will be.increased, but to which inputs
monies will be directed. In a samplé grou
of 14 Black/Puerto Rican schools, eac
principal was interviewed to see if his at-
titudes -about the roles ,of administrative
and teaching staffs correlated in any way
with the improvements in reading. A
*School Quality Index” was derived, and
seems to ‘explain 74 percent of variation
ir; ‘reading score’improvement in the sam-
ple. - - . N |

Significant improvements in reading
skills were associated’ with a principal’s
belief that he hada competent profession-
al staff in the fourth and fifth grade},.re-

spected his teachers’ aides working iggthe

classroom and used them.extensively,

-meaningful parent anf community “In-
X !

1

4

“

_must lead the way. Lo

volvement in the schogl ‘and practices or
supported innovative” administrative or
teaching techniques. Relative backsliding
in achievement was- associated with op-
POSité attitudes

/

Even -if the high coefficient of correla-
tion is discounted somewhat because of
the subjectivity necessarily involved in -
translating attitudes (qualitative) into a
numerical index (quantitative), the re-
sulting numbers appear to be, at the least,
provocagjve. N

Two clengents appear to be at work in
thnse schools that yielded the high correla-
tions: First of all, a school which manages
to involve the total environmerit of the
child into the education process has more
resources, both tangible and.intangible,
available for education than a school that
does not. Secondly, for a combination of
these factors to be operating, the staff, the
community and the children musf have .
respect for themselves and the other-par-
ticipants in the school.? .- e

The need for visionary and creative

leaders becomes™ greater as societies -

grow and become more complex. Pat-
terns and structures must be changed.
So must the people at the' helm be ready
and able to change. The enormous
complex of Américan public schools
can be no better than the people who
run it. More than just competent man- ,
agement ‘is necessary to bring about
thoroughgoing reform in the long-term
public interest. When all is said and
done, .nothing wjll change unless edu-
cational leadership begins to set the
wheels of change in motion.- - _—
The schools. canpot build a new so-
cial order. They cannot solve ‘all of
America’s problems. But the humaniz-
ing of education in the pluralistic
American tradition is a legitimate and .
worthy goal. The revolution of rising
expectations.is a fact of life, and the
schools miust cope with the disgontent
and rebellion that accompany social .
and economic change. For this*task,
the rejuvenation of public. school edu- °
cation is urgently needed. And in this .,
task, the people who rin our schools . -

v L]
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‘Principals as

)_their job

. .
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Agentsof Change = -

Those who assume. positions of au-
thority do, not automatically have or
develop the courage to change. In some
instances they have been seletted for
the very reason that they can be counted
on to play it safe, and as they age in
positions of-authority their mechanisms

_of self-protectior become even stronger.
“Too- many educational leaders- have

been unwilling or unable to make dif--

ficult decisigns that seemed to threaten
urity or advancement. In
times of aficertainty it does take cour-
age to change, % move off dead center.

~ Self-protection can no longer be jnsti-

S

fied. Too much needs to be done:

Professor Sarason, for ten years the
developer and director ¢; the Yale
Psycho-Educational Clinic, has ex»
pressed strong feelings about the pri-
macy of the principal in changing the
school. He states: ’

There is no doubt that those who want

to change the sthool system-hope that by,

14 = |

changing structures and forces_of power
they will better the system. "The system is
taulty and must be changed’—this is the
most frequent comment ane hears, and I,

for one, cannot disagree. However, what,

is missing in these proposals for change
(and missing in those instances | have

.observed ‘where some of these proposals

have been put into effect)'is any recogni-
tion that the principal is the crucial im-

plementor of change. That is to say, any |
_proposal for change that intends to alter’
the quality cf life in the school depends
. primarily on the principal. One can realign
. forces of power, change administrative.
structures, and incréase budgets for ma- ™

terials and new personnel, but the in-
tendéd effects of all these changes will be

.drastically diluted by principals whose

pest experiences and training, interacting
with certain personality factors, ill pres

res them for the role of educational and
intellectual leader. In fact, and this point
has tended to be overlooked, many of
e inte outcomes of the proposed
changes could have been achieved by the
ptincipa! before these proposals ever
were made gr became matters of official

policy.28
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Head of What? -
-, - Inthe days when therc*’bvere seldom

more than’three or fopr . .chers in a

" school, one was ordjnarily designated

as “head,” or ‘principal teacher. His
duues were largely limited to routine
admmgtranve .chores, grading, and
keeping, discipline. In addition, these
head: teachers were expected to carry

out regular teaching .assignments.

*These conditions persisted until the last
decade of the '19th century when:sec-
. . ondary school heads first woh recogni- -

tion as principals followed by the ele-
mentary school héads. C -

Astheschoolsmcreasedmsxzeandj
number with the growth of the cities
_ after 1850, the organizational problems

became more complex. It became the
practice to, release pnnc;pal* teachers

- from af least a ‘portion’ of their. class-

room responﬂbxhtxes to perform ‘in-
spectlon gnd admgmstmtlve " tasks.

N /
— .
S T
Ov' management of the schools

. dugjng the latter part of the cen-
tury, probably because of crowded con-
ditions and the-poor quality of teachers.
Since then, ‘the adminjstrative”pow-
ers of . principals, have béen enlarged
until they have beconie recognized as
the formal-and only.intermediary be-
tween teachers and the administration.
The principalship evolved into: a full-
time administrative job assuming total
responsibility for internal management
of a schodl. :
Thepnnclpaltodaynsamancaught
*in the middle. He is supposed to speak -
for his school, his teachers, his pupils,
and the neighborhood, hoping to pro-
vide for everybody the elements of good
education: But'at the same time, hé is
supposed to représent the school board -
and the central office of the local school .
system and: enforce their policies. It is
notalwayseasytoha:monmthe two
functions. For exampié, the principal

15
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is supposed to give leadershxp to his
staff but, incr
cerning teachers (have been taken. out
of his hands by the unions.

- As principals became, entrenched as
administrators, or lipe officers directly
mponsnble to the central administra-
.tiort, some became aware of and ex-

ploited the opportunity to provide true-

leadership™ to their schools. But: most
didwot. Principals were slow to take
advantage oflthe opportunity for pro-
- fessional leadership offered to them.
There has been a curious, self-effac-
"ing quality about American - public
school principals. Traditionally, they
have played down their position in the
community> They have tried success
fully to fade into the background, re-
fusing to set themselyes above the ma-
gority..of the’ middle-class citizens of
\?’g? communities. Why? Why
. shouldn’t pnnclpa]s assume a role og
greater. promihence; of real leadershnp,
in the community? -

- In both 1958 and 1968'elementary
school principals Were asked by- the
NEA a number of questions designed
to explore their status as executives,
administrators agid U ues-
tions revolving: a wind the leadership
role, in other wor
cent of the ‘supervisigg-
thought that the schodl sysiém- placed

ina “leadershnp role (that is, ex-
them tosuutxae new ideas and

have broad authority in the .manage-"

ment of their schiools). In' 1968; the
‘proportion had dropped to 55 percent
chomngﬁel&dqahlprwasthebest
description of their status. Ac

to the NEX study in 1958, 39:percent

ingly, decisions con-'

In' 1958, 59 pet-. Im
principals’ .

“ance of the society,

. i .
Lo o .
. .
’ * EN
- ‘ '
. .
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responding pegcents in 1968 were 41
percent as supporters and four percéht
as followers. “The difference between °,
the 1958 and 1968 figures suggest a
possible- décline in the principal’s sta-
tus,” the NEA Departinznt of Elemen-
tary School Principals concluded.
“More principals thidk that the cen
tral office now expects them 16 support
or to follow. This change in propor-
tions may represent a sag in the morale
ofemany principals rather than.a méa-

sureof what the central office really
thinks but in eif it ‘suggests a
situation which ‘could t the igitia-

~tive and enthusiasm of principals.”?7

While recognizing that some aregs of
difference exist, for purposes of this
report we are considering elementary
and secondary school principals togeth-
er. Fhe high school principal, because
of the variety of subjects taught, de- .
partments forth, h more
complc‘xju;?z:)ome wavs. But the ele-
mentary sghool principal plays a spe-
cial role as thie first authority figure the. .
child eéncounters outside the home.

" James Morris, in his: 1969 dissertation,.

“A Study of Sociological and Cultural

Background Factors of Public Elemen-

tary School Bnncxpals in-8t. Louis and-
tions ~for- )

made this point wi sPeclalreference;'* i

of adthonty of tha socxety,
ris wrote. .

‘Assuming that the child comes from a
family based-on the fundamental accept-
m which it exists, the

transition, shapld be readily made. ln the

" transition from_home to society through

thonghtthﬂﬁwcentraloﬁbelooked school,-there- exist those res. such as R
upon them primarily as: “supporters”. ,clemenmry school prmctpgfs‘: who are not ) .
(cartying-out policies,, but. with. some. 'too dissimilar: to-the figures in the home. c
mom of ﬁm’@ two- Ptmg But, what of the child who comes from a . T
thoushttharexpected élewasthat homcjhat is not oriented to the society . . R
ol " ho,  in"which'it. exlsts" What if the child comes et T

ower” " (one who, sistiply. mwed\‘fmm 'a home that is &t odds with the éxisi- A
the programs, goals, and-ptactices pre- ing social order? What'if the child comes ST
‘fcnbedbytheschodsyﬁem) The cor- from. 'no home.at all but a,collegtxon of o

Ric 1w e o e
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disassociated individuals? This chijd is
expected to succeed equally as well as ;hé
child who has had pattérns rot dissimilar
to the established society. Then, it be-
comes the problem of the school and, spe-
cifically, the school leaders to assist the
youngster in entering society. The first
school leader the child meets is the teach-
er. But the teacher is the tool of the pro- .
gram. The responsibility for supervising
the instructional pfOﬁg"x)m falls primarily
on the elementary school principal. This,
thep, is the.individual who is the key. to

the child’s future. If this person is proper- -

ly prepared to compose a curriculum and/

. or to execute the selected (:umculum in

such a manner that each child is glven an
equal opportunity o enter society, no

4

the fourth an area superintendent) who
would be regarded as outstanding lead-
ers.by most people wha are knowledge-
able about our public schools.??

The principal’s role of formal leader-
ship provides him with an opportunity
to provide
- the executive in closest touch with' the

day-to-day functioning of the.’school.

This-has been a major theme in educa- o

tional literature for decades. Fgr ex-
ample, in their influential book, The
Teacher and Educational Adniistra-
‘tion published in 1942, Reavis and
Judd assert: “The tendency at. present

matter . what the child’s previous expe-y in most town and city sehool systems is

riences and background; then, that person?*

_should be the key person to the school.

and, if the school serves its society. this
person.should be the key person- m-;the

* social order 28

<2 fwdmae that such ‘.adershxp is nm-

portant can be found in astudy, ” “Inner-
city Children Can Be Taught to Read:

" Four Successful Schools,” recently

published by the Council for Basic Ed-

ucation. George Weber, associate di-

rector of the Council, looked closely at
four schools where children were being
taughttoreaddwpiteallthehandlcaps
associated with big city slums. The
schools, were P.S. 11 ‘and John "H.
Finchley in, Manhattan, Woodland in
Kansas City, MissBur), gnd Arin Street
in Los Angeles. “Tlihu success shows
that the failure in beginning

) readmg E
. typ:calofmner-cxtyschoolsxsthefault_
not#f the caildren or thieir background

—but of the schools.” Weber listed
eight-- “success- factors” that - distin-
guished the successful schools from the
typical failures. Nothstedmorderof
importance,. ﬂteywm.strong!eadcr
ship, high. expectat:ons good

additional personnel, use “of
phomcs,'indmduahzauon, andcareful
evaluation of pupil. .- All four
schools had “clearly adent:ﬁabk. in-
dmduals (thrée o%(lp{n ‘principals,

" sphere, stry

.10 regard -the princi
“tuaf' leader of his .school and to hold

pal s the intellec-

him responsible for the professional im-
provement of his teachers,”3

Whe chennstry of relat:onshlps be-
tween pupil andi teacher is mﬁmtely
complex What is needed 'is a mixture
.of autonomy and: support. An attitude

%of understandmg respect-for this rela-,

txonslnp is basnc to well functioning
schools. For example, (oo dctaxled in-

structions cdn kill a teacher’s self-es-.

teem, make him feel like a mere puppet
dangling on a siring. Administrative
assertions th&f “We don’t do things that
-way in this school!”™ can destroy a be-
ginning teacher’s fenthusxasm -Encour-

-aged by the creation of a conducive

climate; some teachérs who have dug

vesmtokmtnughtﬁndthe
sﬁ'engthtochmbout. There is no ques-
tion but. that t pnncnpal has a great
influence on téacher morale and-per-
formauce in the! classtoom and, con-

sequently, on how well or whether pu-

pﬂsleam ;

The —
Aci.“?s.?a';'“"‘.‘"""

staff leadership since he is -

: Whoa:etneynnc:palsoftoday" We
decided to take'a look-at one state and
to draw & profile of the principal based
on whatever information was available.

'a I@[ ' ‘ 17
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* administrators, and in most casés; this lower peflinsula excluding Detroit SM-

" ments of education with questionnaires. ~ and one liigh school, had somelipw ob-

Sy /__ggxtudmal studies using group sta- age of elementary school pnnclgals

18 . - ceo 4 . &

«‘ . N

Our choice of state was made for us pe-* ‘tion with aore than 50,000 studerts
<duse of the paucity of data. Not until and the most densely populated area),
the past few yearShave the states begun .the predominantly rural upper penin-
systematically to collect data on school sula and fhe more heavily industrialized

information jis sketchy. California, for SA. W analyzed the data then not
example; could provide us no data on only from the point of view_of geo-

the number of principals.in its s¢heol graphlc egion but also level of ap- .

system, their salaries or turnover rate. pointmen} and size of school district. . -~ " *

New York State, we found, does have a The plctu that emerged—held”n’o;ca[i '

data system on educational personnel. surpnses t_generaily confirmed what

But the State of Michigan has a more/we,already knew or suspected to: be .

extensive system, the only ‘one_which™ true for the country as a whole. . \@ _—

could readily provide ‘formation in * “To begin with, during the school T -
~the kind of detaxl needed, The Michi- year ending in June 1970, there were

gan reporting method, adopted in 3,288 principals heading up elemen- ;

1965, differs froin the methods usedl in tary and secondary schools in the state-+

Jmost state; and from the summaries of of Michigan. Two-thirds ¢f thentwere ’

qﬂesnonna:m sent to institutions we " charge of‘elemefifary schodls (67.4 -

have depended on so far to draw pro- percent) and the remaining one-third °

files of peoplg ip education. M’ch:gan (32.6) of secondary schools, About 35

has developed a data bank on individ- percent were between the ages of .40 :

uals:serving the schools. makes it and 49. Some ten percent were between : - -

possible to frame questions 3n in the ages of 60 and 69, asd only a'third | - 7

. the limits of the data available, find'de- as many (3.5 percent) fell in the 20-29 i

scriptive answers, and to do so without age group. None was over the age of -

.bombarding schools or state depart- 69, and two principals, ong elementary .

v
L ]
~

This type of data collection also pro- ~ tained their jobs under the age of 20, It s
vides at least the possibility of doing is. interesting to note that the average '

fistics on changes in teacher ages, prep~ was higher. Twice as large a propo:
-aration ‘and the like, but also on what . of the 60-69 group headed elementary ¢~
happens to particular individuals. For schools, 12.1 percent as compared to
the future, it will be possibl¢, theorett- 5.9 percent in secondary schools. Not
cally at least, to relate student achieve- surprisingly, therefore, we found that ‘ .
ment, geographic area, characteristics the-years -of. expenencr for both ele- P “
of gchools served with the characteris- mentary ‘and school princi- | g
tics of the teachers, administrators .or. pals remained about the same until the
whatever imay be involved in a particu- level of 35 to 39 years experience, At o R
lar educational enterprise. - . that point, elementary prmcnpals had - ' ’
In order to determine whether dif- considcrably more - experience. Spe- . . .
ferences exist.among ihe the\most densely cifically, we fourid that 246 of the ele- ! g
populated and least pop sections__mentary principals had. more than 35 -
of Michigan, we divided. the state into years of-experience whereas only 70 of |
three parts. The state divided nicely the secondary- principals—had-served _

into the Detroit Standard Metropolitan that long,.that is, 1.1.1 -pefcent of ele- "‘“'?“.\___.’, )
StausnoalArea@MSA}*(ﬂneonlysec- mentary principals had 35 years of ex- . [ T .
% peneneeaseomparedto65percentof ‘ oo T
*Heruﬁerrefetmdtosmglyasbetrmt the secondary. 'When the three areas * j 3
§

N - - R . H
‘ L [ !




3
e

e A e ST
. N .

i 3

g;e compared wuth respect to age,’we
d that Detroit has the largest propor-
tion of principals at both levels over the
age of 40 than either of the two other
regions. 5

The Michigan study conﬁrmcd what
everyone already knew—that the- prin-
cipalship is,a man’s job. In Michigan,
as in the rest of the nation;<the great
majonty of both elerentary and sec:
ondary school principals are-men. Only
739 of the 3,288 principals in Michi-
gan-are women. , There would appear
to be almost no opportunity for wom-

* en-at the secondary school level where,

95.1 percent are men. This dichotomy
s even more striking when one looks at
the numbers. Throughout the entire
state there are 686 women elementary
gcxpals and only-53 at the secondary
On a regional basis, the upper
pemnsula hires less than 20 percent, or
.26, of the women elementary principals
whereas the two other districts émptoy
about 32 percent each. Only three of-
the female secondary school principals

were found™ in the upper peninsula ’

‘while 39 were in-the Detroit area. The

lower peninsula_and Detroit ‘parted
* company where female hiring practices -

are ¢oncerned. Only 1.9 percent of the

rs_gpéndaxy principals in the lower pé-
. ninsula are women compared ‘to 9.9

percent in the Detroit . On the ele-
mentary school level, women outnum-

“‘ber men in the city of Detroit* with

52.5 percent. Also, the practice of hir-
ing women ‘principals on the secondary
level is practically nonexistent in all,.
areas exceépt:the largest, namely De--
troit, (The size of the district relates to
number .of students, not geographic.
.size,) Practices with respect to hiring
men and women elementary principals
correspond precisely to size of district.
For the state as a whole, 31 percent of
the elemntary principals are women
but only 18 percent of those semng in

* Not to be’oonfuse&mth Detron SMSA Kt

,ﬁ“"

»
L]
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districts with- a student population o
less than 1,500 are women.

Data with regard to race are even
more striking. On a statewide basis,

3,142 or 95,6 *percent of the: school ‘

principals are Caucasian.Only 142, or
4.3 percent, are black.- There are two

American Ipdian, two Spamsh Ameri- |

cap andwo Oriental principals. The

chances of a black teacher becoming a °

[principal’seem to be’ greater at the ele-
mgntary level where 104 serve, than at
the secondary level where there are
only 38 blacks. In the upper peninsula,
reflecting greater conservatism or pro-
vinciality of attitude, there are no black
pnncxpals at all. Sixty-seven of tie 104

black elementary principals are in De- ~

troit with the remainder in the lower
more heavily-industrialized péninsula.
Comparing district size and race, dis-
tricts with ¢ than 20,000 pupils ac~
count for 71 of the 104 black principals -
at the elcmentary level while at the sec-
ondafy léyet; the over-20,000 districts
accountfor 27 of the total, )

The job of producing principals is
merformed largely by institutions with-
in_the state. Only 13 percent of the
pnncxpals presently serving received
their highest degree outside the state.
Of those institutions withiin the state,
four. have produced snore than half
(55.4 percent) with Wayne-State pro-
duting 21.9 percent-—more than any
other single institution. The four larg- *
est institutions vary somewhat as to the
level for ~hich they train as indicated

mthefdlowmgtaéle .
. Toblet -
Lovel Prinsigal Trained
. Elonvntary
Tntistion N % . N 4
Wayne State 535 246 . 112 163
West Michigmn g&; 120- 14 118
Eagmdm 122 100 85
M, 18 %18
Mickigan Institutions 623 286 397 3.7
Tooind Otside State 294 135 124 118°
-Tol . o7 1% "y
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124percentmtheupper'

Genérally,‘ these institutions serve
the sections Where they are located. For
example, the strong influence of Wayne
State seems¥argely confined to the De-

troit area Where 49 pércent of the ele- .

mentary principals took their hlghest
degree. Only 2.6 percent of the prin-
cipals in the lower peninsula and .8
percent in the upper peninsula received
their highest degree there.
* Principals as a group have largely
completed Michigan yequirements for
elementary or secondary credentials in
that 73 percent hold the perinanent ele;
mentary or secondary certificate with
an additional 20 -percent holding a life
ﬁﬁcate Exactly. five percent; of the
ificates were awarded on a provn-
sional basis.
‘Ther#rare no principals serving wnh
a bachelors degree and only
8.4 percent of the total group hold tie
bachelors but no higher degree. The
great majonty of Michigan principals
hold at least a masters degree althoiigh
there are some sharp regional differ-
ences, again reflecting generally higher

" degree holdings in Detroit compared to

other sections of. the state. In the upper
peninsiila, for 23.5 percent of the ele-
mentary principals the bachelors de-

peninsula has 16 percent at the bache-

lors level and Detroit only 3.3 percent

The same. conditions prevail at the sec-\

g‘ dary level with 1 percent of De-
t principals at the bac

4.5 percent in the lower pefli

It is interesting to note.

- there are 232 elementary principals as

compared to 43 at the secondary, level

. whose highest degreée is at the bachelors |
“Ievel, there are 51 with doctorates serv-

ing in the elementary schools but only
24 at the secondary level. The upper
peninsula, predictgbly, hiad no Ph.Ds

whilpg iy the lower peninsula-1.4 per-
cent at the secondaty level and .6 per-,
cent af \he elementary level had them,
-20 ’

" cation

: OOHIG

- dustrial

.‘ &

In Detreit,“4.3 percent of the elemen- -

tary prmcxpaﬁ_ had dpctorates and 4.1 ,

percent of the secondary principals. |

The kcently—msututed specialist de-
gree, which is an intermediate step be-
tween the masters and doctorate, is also
held by .inote elementary principals in
that 82 of them have attained this level
compared to 56 o‘ the secondary prin-
Clpals . 3

There are no greae differemrces with
regard to undergraduate majors of prin-
cipals. Social sciences représent the
largest single field of study, with 34.i
percent. Of the other identified fields,

the largest single field is physical edu-

with 9 percerit. Only half as
many physicial educatibn majors serve
at the clementary as the secondary level

' which accounts for 12.9 percent. Fol-

lowing a “miscellaneous” category are -

language arts with 8.9 percent and
physicaksciences with 8.6 percent. Two
wide discrepancies appear in the city of

‘Detroit* for elementary principals.

While only 1.8 percent of the principals
statewide have a background in indus-
trial arts, I4.6 percént in the city of De-
troit have this specialty. The state gver-
age forphyiical education i

background of secondary principals ret
veals 4 neteworthy reversal. While so-

) i 6.5 per- . -
cent and in Detroit 26.8 percent. The
- % gree is their highest degree The lower"

cial sciences again lead in all-sized dis- -

tricts as the most popular und@rad—
uate major, in Detroit the language agts

On this)
‘with 15.2 percent. In phys-

ical educatieg, Detroit has only: 2.5

percent, or 2 persons compared to 12.9 -

percent statewide.
Upper peninsula elementary school

principals have less experience than’

tﬁosemtheothertworegnons.'l‘helarg-
est proportion with 0-4 years expe-
rience, 59 years experience and 10-14
years experience are found there for a
total of 53.8 percent for all three. The

largest propertion of people by years

3

>
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and social sciences seéond. ; '
el, Detroit again leads iff in-
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N of experience for both_Detroit and the
' lower peninsula aré those.in the 15-19
years category. In the proportions’ of
years of experience-above the. 20 year
. category, Detroit ranks first, with the
. upper peninsula secpnd and the second-
D ary principals working in the lower
peninsula third—a r¢versal of the pic-
. ture for elementary principals.
.. ’ _ The range in salaries is" great with
. - -7 secondary sch6ol principals earning
I about $1,000 a year l:‘i)re than eleinen-
' tary school pringipals at all ‘levels of
* pay. The smaller the district, the lower
the salary. At the top level, 149°prin-
L cipals earn $20,000 a year or more.
y ~ ' The largest single salary group falls.in
' . the $16,000 to $16,999 range with 504
principals, or 15.3-percent.-However,
almost half (49.8 percent) receive less
.than $16,000 a year with 107 making
léss than $11,000 and two Igss than
-$6,000. Drastic differences occur re-
.gionally. Almost three-fourths (73.4
. i - percent) of the Detroit elementary pin-
: ' cipals receive mose than’$16,000 a
; year while only one-fourth (24.3 per-
cent) of the lower peninsula principals -
make more, and-less than one-twentieth
of those in the upper peninsfla (4.6 per-
. 'cent).” Using the same break-off point
* at the secondary level, we find the com-
"parison’holds.for the threg regions with
93.5 percent of those in Detroit salaried
Fat $16,000 or above, 43.1 percent in
the lower peninsula and 14.4 percent

o
-

.
o B oms vtnet o

' .
womian who wants to make a goed sal-

ary, the best hunting ground is Detroit.
There are no elcmentary principals in
the districts of under 1,500 pupils re-
ceiving salaries above.$17,000 just as
f there are none in the largest district
§ earning between $11,000 and $13,000
' which is’ what-43.4 percent of these .
principals 'serving in the smallest dis-
tricts earn. The .district-by-district dif-
ferentials are similar for secondary
. schodls except that, as we have noted,
’ § . the salagies are higher. '
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' in the upper peninsula. For a black

\omorrow’s School Leaders

| This shapter has\looked briefly at

how the concept of principalship dg-
veloped in American\schooling and at
th{, role and self-image of our “head”
sclioolmen today. It has also drawn a
profile of today’s principal, as revealed

.in tie Michigat study. Now let us look

to the future, Who will ‘our next pfin-
cipals be and what attitudes will they
bring to their jobs? . :
The pool of people from which thes
great majority of tomorrow’s principals
will be drawn can be easily identifiéd.

either during their gradu -
gradsate work. For thif reason, we
thought it might be useful to take a look
at college freshmen whose probable ca-
reers wouid be in education to obtain
a descriptive overview of their. social
characteristics. This ¥tlea would seem. -
far-fetched were it not that the choice
of a‘teaching career shows remarkable
stability. Alexander Astin and Robert
Panos of the American Council on Ed-
ucation, writing on the basis of a study -
dohe on 1961 and 1965 entering-col-
lege freshmen and using data furnished
by the students when they first entered
college and- again four years later,
noted: :

?

" The choice of career as schoolteacher
showed a rate of stability second only. to
that for the choice of nurse, with fewer
than half®f those who initially intended to
become teachers switching to some other
career choice during the-four years follow-
ing matriculation. However, this career,.
choice showed almost no net gain in total
students during the four-year interval; ap-
parently, it was not successful in compet-
ing with other fields to recruit changers,
Compared with those students who initial-
ly planned to become teachers, those plan-
ning to become teachers four years after
matriculation inchided a very high per- °
centage of women and a fairly high per-

i+ " 21
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centage of students whose fathers were
also schoolteachers. The student's interest
in becoming a teacher appeared t6 be en-
hanced if he attended either a Catholic in-
stitution or a teachers college. Institutions

. with relatively permissive administrative
policies appeared to diseourage the pur-
suit of a career in teaching. !

. Our comparisons were made be-
tween the group of entering freshmen
- headed for education as-a career and
entering freshmen headed for other ca-
reer fields on the basis of data drawn
from the ACE's 1969 survey of enter-
ing freshmen. Using the data bank and
statistical services from the American
Council on Education’s research pro-
gram, we were able to examine their
data on the basis of-career choice—-
these-in—education'as a career and all-

el

~
[ ———
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others—with a weighted sample of
1,198,000 students not selecting edu-
cation and 316,849 indicating educa-
tion'as their career choice. | ¢~

Oulanalysis revealed few major dif-

» ferences beétween -freshmen’ choosing
education and freshmen choosing other
career fields, Moreover, there were
very ‘few censistent- patterns among
the indicators used for a specific social

. charactéristic. That is, freshmen choos-
jhg education had a higher percentage

“'than othery for some itergs related to a*
particutar social characteristic and a
lower proportion for other items.

Since the principalship is becdming
more and more a man’s* job we de-
cided to look at the data by sex to de-
termine if there were discernable dif-
ferences ‘between men indicating edu-
cation as a career choice and other men.
Here, we fpund greateér and more sig-

* Men increased from a ntinority of 45 per-

cent at the efemcma?', principal level in-1928

1o a large majority of 72.2 percent in 1968. (Ele-

mentary=School Principalship in 1968, Depart-

ment of Elementary School Principals, NEA,

. . 11.) Male principals at the secondary level

- - nt. In 1965 they were

" 89 percent of the total. (The Senior High School

Principalship, Vol. 1, National Association of
Secondary School Principals, 1965, p. 17.)

22
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“ other fields, .

nificant differences.

* Men headed for education were
more likely to have spemy most of their
childhood on farms or in small towns
than in large cities: They came from
families with somewhat lower educa-
tional attainments and had larger pro-
portions from families at the lowest in-
come level and fewer proportions from
families at higher income levels than
other students. .. . )

Men who gave education as their
career choice indicated “middle of the
road” as their political preference more
frequently . (43.1 percent) than men
choosing ather fields (30.5 percent).

The fptuke edycators also had fewer of

their numbers at the:far right or facleft

of the political spectfm than rttn as-’
piring to\other fields. While they tended

‘in larger) proportions to agree that the
federal ghyernment-should be involved i
in such social issues as eliminating pov-"
‘erty, spéeding school desegregation and
changing some.-aspects of the environ- .
ment,-they were less prone to take an’
activist role in protesting U. S. military
policy, college administration .policy,

or racial policy.’The future educators -
also more heavily favored mandatory .
approval of student publications by %

of extremist speakers on campus. They
had larger percentages ‘agreeing that
colleges are too lax on student protest-
ers and that the courts give too much
concern to the rights of criminals. In
other words, the men indicating their
career choice as education tended to

college officials as well as the banning ¥
§
s
i
i

assign institutions more power in con- i

trolling sociétal problems and individ-
uals than men planning to go into all

‘Does this bode well for the princj
opportunity in- American sch g? !
This question, we believe, must be !
raised—and, moreover, we must look ;
behind it to the limitations on training i
for school leadership imposed by tradi- o
tion, cost, and other factors, . . . |

aw
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4 Amenqans have cherished an almosr
" unlimitet faith in the higher education
“credential. Nowhere is this more clear-
ly in evidence than in thé production

trators. But hete agam, we see the\&
tem breaking down. The system has
long been criticized. It has been pointed
out that such brilliant teachers as Albert .

Ui e e e

[

e Ak ey

Einstein would have béen denied a cer-

nyone interested in enteting the field tificate to teach in our high schools. I : :
of school administration must go, 1. 5 also been pointed out that certifica- T N .
through an‘elaborate, ritualistic series : ‘tion has erected a bulwark of astificial ‘
of steps. First, he must attain the status “requirements by which teachers and .
of teacher. This involves specialized amonteaching - officials have. created a S

o ~ of personnel for the public schools.

oy o
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training followed by certification by a
state agency. He must then, depending
on the state where he resides, teach.in
the public schodis for a period of three
to five years. The next step is to take a
Masters degree, usually in education
and administration, and, in, the "proc-

"\ ess, complete cemﬁcandnr€qu1remems

Certification, in other words, is; the
process of “1 sanction whereby a
certified person is authorizéd to per-
form specxﬁc services in the" public
schools of a given state.

The ostensible re:;son for certifica-
tion is to establish and maintain stan-
dards for the preparation and employ-

.. ment of both, teachers and adminis-

monopoly for themselves in public
school employment. One critic . de-
scribed certification requirements as
“, . . one of the neatest bureaucratic
machines ever created by any profess -
sional group in any country anywhere
since ‘the priesthood of ancient Egypt.
In nearly every state today a teacher or
principal cannot work in public schools
without cgrtification or license, which
can be obtained only by taking courses
under a faculty of education.”3?
But"what. we see now is a collision
developing between the forces in our
society pushing for equality of oppor- .
tunity regardless of race, color or creed
and the traditional methods used to'se-
lect and promote and economically re-

23
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4 times,
> Th such cases, an institution is required

ward people in thc system. Since edu-
cators control’the credentialing proc?
ess, degrees, and-certificates for the en-
tire socjcty, it is not surprising that thcy
have constructed a ‘“paper tiger”

maintain thé® present, operanonal sys-
tem. Each one .of the agencies asso-
ciated with the public school enterprise
—whether local district, state or high-
er education institution, or the national
associations of principals and super-
vicors—plays a part in reinforcing this
process. But the system is now under
attack in the, courts. In New York last
June, a federal Judge banned the city’s
competitive «xaminations for public
-school principals, asserting that the

. tests discriminate against non-whites.3%

. The decision in"New York followed by
a'couple of months the United States
Supreme ‘Court’s. decisiqn i, Griggs v.
Duke Power, which stmck&owﬁ edu-
cational and test standards that are re-
quired as 4 condition for employment,
transfer, or promotien where such tgsts
are not shown to be related-to the job.
This decisfon will surely lead to
changes in employmg¢nt selection pro-
cedures.and in the: long run will open
up greater job opportunities fer minor-
ity groups in education .as in other areas
of employment.

" ‘The system as it presently operates
Jhas a: cliain reactionxesponse to each
change in ‘state credentialing proce-
dures 'that séts in motion the develop-
ment of new programs in accredited in-
* stitutions of-higher education: Accred-
itation is another one of those magic
‘vords which enhance the imystery. and
exclusiveriess of the education. “¢lub.”

- Tt refers 'to the status of a particular

" program of trammg offeged by an_in-
stitution of higher education. Some-
prgbauonary statys is granted.

to take-certain steps such as hiring

-more fatulty members with Ph.Ds or -
“expanding library offerings. In the casz .

of educational programs to train per-

sonnel in education—whether teacher,

principal, supervisor or superintendent.
—the accrediting agencies may be an .

arm of the government, state depart-
ment of education, regional ,associa-
tion or the National Council for ghe
Accreditation of Teacher Education
operating throughout the United States.

*NCATE bestows what is called “na- *

tional accreditation.”

The legal basis for accredltanon was .

set in 1787 when the New York State
Legislature decided to require members
of the New York State Board of Ré-
gents to “visit every college in this staté
once a year” and report yearly fo the
legislature.3* Pressures for accredita-

tion began to develop during the last -

30 years of the 19th century. The pres-
sure grew out of a situation in which
colleges wgre ™ looking* for a device
whereby they could find the best-qual-
ified studénts. Because of the prolifera-

tion of high schools preparing for col- N

-lege entrance and the wide variationsin *
entrance requirements at that time, the
colleges hit upon the idea of approving
secondagy scheol programs and auto-
matically admitting to higher education
high school graduates-who did well in
the approved secondary schools. It was

a small step—but a controvers:al/onc .

—to the accreditation ‘of institutions of .
higher education for the training of
school pexsonne] to teach and work in
accredited schools.

"According to the National Commts—
sion on' Teacher Education and Pro-
fessional Sfandards report of 1970,
there were a total of 1246 approved in-

-stitutions in the business of trammg
teachers or other educational person- .

nel. Of these-1234 were accredited by
state"departments of education. The six
regional "associations accredited 1137,
and 470 were accredited by NCATE.
While the largest number ‘of higher
education institutions attained ap-

‘proved status through state depart-

ments of education action, certain’of

.

—

~
3
-
o
.
¢
] ‘»
3
-t
.
3
[
4
-~
-
“3 _&;; .
VoM a4
e ¥
o -
g |
.
i
1
o
. . s
)
-
-
L3
*
- - 4
. 1
\“%ﬂ “
.
.
S, @




. Tebe2 , - .
Number of Apgreved Teasher Education Institutisns  ° . .
with Types of Aseroditation* ! ] . .
J - . Typquwﬁﬂon
“ : | rm ’ Stats ° Roglons’ National '
i'y . 3 Il ‘-' .
! State : Instutions | * Dopartment | Assselstiei | (NCATE) | . \
i 1 2 '3 Y 5 . ‘ :
C R R B N DI B O
N 8s a L) o
Arizona 4 . 4 4 3 S
Arkansas 20 20 19 10 -
72NN N N O S N
0rado R
Connecticut 16 16 15 7 o
Delaware -2 2 . 2 0 L .
FDigiﬂofcmum‘nia . 117! . lgl lg ‘g . o
2 - . . :
“Georgi ; 0, 30 30 7 A .
3] Polos 5
a . .
Hlinois - 61 61 51 . 0 ,
indiana / U 3 2 18 X .
lowa s 29 . 28 27 13 . .
Kansas® % - 24 T 13
' o " %% 20 9 : .
SN T O
a : ‘
N eesathusets 56 56 4 16 1 F
Michigan ) . 26 26 26 1 ' .
: Minnesota 2 - 2 : 20 o .
i Mississippi 16 . BBn 13 6 i . .
. z and , : . )
, Nebraska 22 22 15 13 .
; . Nevada - 2 o 1 -
i Mew Hampshire ] I 4 5 3
New Mexio O R TP A S R ,
Eod NewYork % - % . % L . ‘
North Cardlina i 1 40 i -
Co O Dokote % 3 h: M -
'o .
—7 | <Okistoma “ o8 18 17 "
5 Oregon » 15 . 15 5 , 9
R ot Pennsylvania 80 80 80 25
B Puerto Rico . 5 L g 5, 1 . e
Rhode {siand ) 10 10 l8 % 4 .
: | Saithoanat- o & 1 . 8 }
Tennessee 33 3% © 29 12 . ¢
‘ o E G | 4 .
; Vermont B 13 Bl 1 . .
| R AR A -/
F R ™ .
.s ' Wyoming a 1 1- 1 _ ‘l '§ i
‘. o Teals e 1284 A an : .
L . ~ A . . ) Jd .
| * From: A Manwel os Car®eaion aguiromants for Sehool Parsonnel i U.3, 1970 od., Natonal Comnission on Teacher I : .
“ : Educstion and Professional Standards, NEA, p. 169, . \
. i : . : -
1




Table 3
Nmusmiwmmmmm
Elomentary _ Sesendary
s Supervisers

g.

~State
Alabama
- Alaska
Arizona
Arkansas
California
Colorado
Connecticut
Delaware
Dist, of Columbia  °
Florida N
Georgia
Hawaii
Idaho
|llinois
indiana
lowa
Kansas
Kentucky .
Louisiana
Maine
Maryland
Massachusetts
Michigan
Minnesota
Mississippi
Missoun
Montana
Nebraska
Nevadd
New Hampshire
New Jersey
New Mexico
New York
*North Carolina
North Dakota
Ohio
Oklahoma
ol
ennsylvania '
Puerto Rico
Rhode Island
South Carolina
South Dakota
Tennessee
Texas
Utah
-Vermont *
Virginia
Washington
West Virgihia
Wisconsin, . °
Wyoming .
Total ¢
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these schools are accredited by the state
department of education. For example,
in the state of New Hampshire, of the
nipe - teacher education institutions,
only four are approved by the state de-
partment. Table 2 lists the action of the
various accreditation agencies by level
and by state. From this table it can be
seen that New, York State, with 96, has
the largest nux\ﬂber of approved institu-
tions. Pennsylvania is sefond with 80,
Illineis third with 61, California 55,
and Texas 53.35

While thé NEATE stamp of approv-
al has been given to slightly more than
one-third of the total 1246 approved.
institutions, wide variations exist among
the states. Only one of Seuth Carolina’s
24 is natlonally accredited, whereas .
five out of the six in Utal$have attained
this status. Three states, Alaska, Hawaii
and Delawdre, have no nationally ac-
creditedl _ institutions. © Pénnsylvania
where 25 of the 80 operating institu-

tions are NCATE—approved has " the

largest number.”

There are 1200 programs offered
by higher education institutions for
training leaders for, the public schools

listed in the Manual on Certification °

Requirements for School Petsonnel in
-the United Statés, 1970 edition (Table
3). There are 329 training programs
for the principalship, and 235 for the
superintendency. As can be seen from
Table 3, there is a wide variation in the
numbers of jnstitutions per state offer-
ing these programs. Those training pro-
grams for the superintendency, for ex-
ample, are fewer in the more populous

states of California (7) and New York _

* (8) than in the smallef states of Massa-
chusetts (16) and Alabama (16). It
shou' 1 beyipted here that data for high-

-er edwca!{opj’kbggams in the area of

$Qucationial ‘administration have only’®

recently becbme available and. are in-
complete. The major focus of reports
on -education training programs in the

ministrators have been included in a
large category called “other service
personnel.”

If we look at individual institutions
we find’ many more programs than
those listed in the “Manual.” For ex-
ample, the “Manual” lists four pro-
grams for traifing administrators and
supervisors at New York Umvers:ty—-—
a progrgn e&h for elementary prin-
cipals, secondary principals, supervi-
sors, and superintendents. In a follow-
up study of 420 graduates of New York ’
University* for this project we found
that there were 15 different programs
excluding Higher Education offered at
three levels (Masters, Specialist, and
Doctorate).** If each of these degree
levels represents a different program,
we have a total of 30 programs (see
Table 4) or‘mor'e than. seven times the

Table 4
Sixtosn Program Arses of Enduestional )
and Supervision And Number of Gradustes, New
. York University, 1065-66 and 196788
Program Area ates - ists  tars Tetal
Educational Admin- .
istration 3, . 9 130 169
Communications 7~ 3 4
Vocatiomal £d., fng‘ys-
inal Arls, Arts
Crafts - - 6 -4 4]
Phys Ed, Health, . +
ecreation 6 B -
ugeond Education 6 1, 8 13
Higher Education 5 , ¢ 6 11-
Science 4 8 12
Guidance and
Personnel 2 * 18 20
At 9 ! i 3 4
Safety 1 2 2 2%
Music 1 6 71
Home Economics 1 1
Business R | 8 9
Curriculum ~ 1 2 3
Cluster Coordinators . B3 8
Foreigr™Languages [
Tchlg . ” o WM e

»

* New York University was selected ﬁecause
it was- the only institution on the largest pro-
ducer list of both Masters and Doctora:c@n
Administration. Supervision, and Finance.

** I this report the term Specialist designates
that credential’ now recognized as the level be-
tween the Masters and. Doctordte degree. This .,
fevel of achievement is also called ertificate
of Advanced Study (CAS).at various institutions.

B kbt iens o vrabn dn b
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Elomentary Sohooi
State _ Prineipals ' Superintendents
1 2 4
Alabama M n
Alaska M
Arizona M4+ 24 M4+ M4+30
Arkansas | M- M M+30
California b years* 6 years 7 yearsb
Mo M M +30
Connecticut M 415 M 4 15 -M+30
Delaware . £ L) M M 4+ 30, or 60
Dist, of Columbia - Mf (NC) Mt {NC) MI(NC)
* Florida M .M NC
Georgia - Ma Me _ Me
Hawali M4+20 M4L20 “ M4+20
“|daho M M M
{Hinois Mb M M 430
Indiana M Mi . Ed. Sp.
lowa M- M. g . M+30
Kansas -, M+6 M6 TM4+30
Kentucky M+ 15« Myl # M +30
Louisiana ‘M M e M
ine B +6 B+6 M.
Maryland M= M= M+30
Massachusetts B +3 B4 B 415
Michigan NC NC NC
o, i :.t g
] -
Missourt M M M 430
tana M M M
Nebraska . Mr 'y N
Nevada - . M M M+15:
New Hampshire M M M+30
New Jersey . : <M M M
, “New Mexico Mo ) Me Me
New York M- 1 M M 430
» North Carolina. Me.v T~ Wy M
North Dakota M- M M
. Ohio B M .M : . ME0-__
Oklshoma - ' M M * M
Oregon M+22 M+22 M+
Pennsylvania M+15 M+15 o M AQs
Puerto Rico B +3% . B+ W 8 +%
Rhode island 1 M M - M
m Carolina -M M M+lyr
o i ; ]
ennessee A .
Toxss © M+ M+ M +30
< Otsh M+X M+30 M+34
Vermont B +18 M o .
Virginia Mee (NC) ° Me(NC) M 30 (NC)
Wasliingto M4l M4+ M + 30
West Virginia . M M M 4+ 3ee
Wisconsin Be Mo N~
Wyoming . M M . Mils
/ N . .
// ;
/ . -
;o N 2 1
* From A Mansel s Cortiention Roquiramonts for Sehes! hmhualmodjtion.ﬂup.u
small latters attached 1o some of the minimum " footnotes op page 65 of this publication and
nate additional factors in the state regarding certifical T
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g;:gb;; rr:p&t;tlsgrg\[ry the “Manual" for - T Tale
. . nstitutions Produsing mmh
: Of. the more than 150,000 educa— ! Educational - .
_tional administrators serving in the pub- «  Finames, 1963-1579 .
) lic school syst‘er.ns, more than 90 per- 333;‘":'; &ng:erﬁgmm-ﬂedus " %%g
: cent hold a minimum of a Masters de- niversity—Cincignati, Ohio 193
: gree. In fact, state certificaiion is such g::mgmgmmm C %gzs
= : that a Masters degree is almost univer-. ﬁm’m Michigan ‘lllnwefslty-—gep;:abnﬁ . gg
7 ‘ " sally required for dn administrative ' orthehm ""m% niversity—DeKal 221
‘ E certificate. (See Table 5.) Nori Bsﬁ“&uﬁws@? College—Kirkswile 120
o During the last decade the numbers ‘Uﬂ'vm“v*Wh range,N.J. 119
of graduate degrees in echication have s
© “increased sharply. Masters degrees in Wﬁmmm“
‘ : education jumped from 33,512 in 1960 © Fiems, 1*%';7.
. ’ to 79,211 in 1970. In 1970, 8,946 of | New York University - 46
- these education masters were in educa- %mmmme b
tional administration.38 . - aﬁd\tg?‘nUStﬂe University—East Lansing* %éu
ava
The 1970 report on Doctorate de- Unwe:mm%m mbrid e puses 8
grees awarded issued by the National | University of Hiinois—Urbana 26
; Academy of Sciences shows a 26.4 ms&zwm‘"‘ 2
percent increase in “educational doc- umvmnyofcwm:{ campuses . 5
i torates over the 1969 figure. Of the .
i 7 5,836 Doctorates awarded in education mcreasmg proportion of the degrees
\ 3 in 1970, 1,427 were in educational ad- awarded as illustrated in Table 7 be-
ministration.” This wus five times the low. (Institutions awarding the Doc-
number granted in 19G0.'8 torate after 1960 are referred to as:

Those institutions producing the “New Institutions”; those with pro-
largest numbers of Masters and Doctor- grams - prior to that as “Old Institu-
awes in educational administration for - txons.") :

1970 are listed in rank order in Table 6.
There is little cross-over among the raining Programs
largest producers, with the exceptions The T
of New York University, University of ~ What about training for educational

Colorado, and University of Illinois. ¢ leadersﬁip” Twenty years ago, the ne- .

In the last five yghrs, 30 more insti- glected field of educational administra-
5 tutions have bee added to those tion found itself the center of some at-
' awarding the Doctorate in education, tention when the Kellogg Foundation

- increasing the total to 113, These new. decided to investin graduate éducation.
doctoral programs are producing 3 But as early as the 1930, there was

< ot

2

. . Tt T
mmurnm .
1906-1909 )
OM Imsibinioms um Al inetiiions :

Your Ne, % e % M, %
.. 19566 2078° %2 1] .58 3055 100

19667 ¢ M5 . w1 .2 79 #is 1000

. 1957-68 - 3533 85 415 105 348 1000

1 196863 138 56 s - 124 . A12- 1000

L i . Towl 100500 13004 7] 148 [T T T
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.~discussion in academic circles about

the relevance of the programs offered.
A 1939 report on a conference on ac-
crediting sponsored by the American
Council on Education noted that:

There was considerable discussion of
the possibility of measuring -the product
of the institution, namely the competence
of its graduates rathey than its more tan-
gible features, such as the number of books
+in the hbrary, the size of the endowment,
and the teaching loads of faculty mem-

- bers. Several agencies described their ex-
' periences with measuring devices. of this

sort: It was agreed that all attempts to
evaluate student -performance should be
studied and the results distributed to the
membership of the agencres represented
*at the conference. *!

~
)

Interdisciplinary programs were set
up at a number of universities to broad-
en the scope of training. In 1953 Har-
vard’s Administrative Career. Program

.(ACP) started to grant degrees on a

performance Hasis, and dropped the

" “medieval” requiretnent of a research .

thesis. Predictions that graduates would
not find employment have not been
borne out. ACP graduates are em-
ployed in 38 states, Canada and abroad.
They hold positions. at all levels of ed-

Kappa and the American Association
of Colleges of Teacher Education con-
cluded.that institutions which had set
up new doctorate programs ip educa-
tion since 1959 were actually less. ad-
venturesome in - their’ programs thar
those which were in business prior to
that date. Table 8 décuments this. .

The hope that new doctoral pro-
grams might be more innovative than
old ones vanishcd with the discovery
that all require dissertations for degree
fulfillment. The author ‘of the 1971
doctorate study states:

It was hoped that marked differences
might emerge between the Old and New
Institutions indicating new trends in prep-
aration of students ‘embarking upon doc-
toral study in Education. Such was not the
" case. It has often been felt that new insti-
tutions are afforded opportunities to ex-
perrment and to innovate without the
traditional barriers and pressures imping- -
ing upon long-established colleges and
universifies. However, it may well be that
the neéd for_recognition and"acceptance
places new institutions in a less Yavorable
position with the result that imitation of -
established practices is given greater pri-

- ority in the formative years_than the'set---- -

ting up of new_ and experimental pro-
grams.

ucation and all segments of sociefy in . Those who believe it possible to

many varied orgamzatlons involved in
education.4?

There is a lot of dlscusswn today
about program improvement through
interdisciplinary offerings and per-
formance standards but few programs
except ACP have taken the obvious
step of dropping the dlssertatlon re-

change higher -education institutions
and thus affect the input into educa-
tional administration must concede
that, as presently structured,. these in-
stitutions do not have the necessary
ﬂexrblllty to adopt promising innova-
tions. Programs at institutions offering
advanced degrees in educational ad--

ﬂ‘ll.l nrm

quirement. A 1971 study Yy Phj Delta rmmstratron have a great deal in com-
R ' . ’ ’ -
P T~ Tilets
i . O inotiwilins ™ . Now Inoiliutions - AN inotitions
{ TyeoeiPujet MDD, %-EdD % Pl.ﬂ. ‘% KD % ™D, % ED..% -
ormal Dissertation 64 935 53 887 ., 100.0 19 100 -8 %6 8 9Ll
. '-,2, 30 6 85 .. v 2 23 6 67
~ No Response T 15-.2 28 111 2, 22
Yot
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mon. In spite of the number of institu-
tional programs to choose from, the
pursuit of graduate-degrees at Northern
University would 1ot differ much from
that at Squthern State. The require-

‘ments, the course offerings, content,

and organization would be very similar,

“The recent Newman report on:hi

education asserts that:

American higher education is renowned
for its diversity. Yet, in fact, our colleges
and universities havé becggz; extraordi-
narily similar. Nearly all 2,500 institutions
have adopted the same mode of teaching
and learning. Nearly all strive to perform
the same generalized educational mis-
sion. ¥

Since thé quality of the programs of-

" fering the same credentials ‘may vary, -
- . attempts have been made to accredit on

a regional and national basis. Differ-
ences in the accreditation process on

" state, regional, and national levels have

ckeated some confusion as to what is
and what is not accredited and by
whom. The hope that national accred-
itation would improve the*quality of
programs by reducing the quantity
proved illusory. In 1970, for éxample,
59,945 of the 79,841 Masters degrees
in education granted were from the na-
tionally accredited institutions.*®

Howevér, inall of these. efforts the
central point—namely the manner of
operafion of the existing system—has
been overlooked. It is a local system.

A questionnaire by this study to the

484 institutions accredited by the Na- -
* tional Council for Accreditation of

Teacher Education (NCATE)* found
that at the-Masters-and Specialist de-

gree levels part-time enroliment is the

pattern. At the Masters level 61 percent
of the institutions had 90
of their students enrolled on a part-time
basis. This was true for 58 percent at
the Specialist level. Although they. re-

* These aregnstitutions with national accred-

itation whi
highest

Y

would be expected to-have the
ity programs. .

-10Q percent

ported lower percentages of students
attending, on a- part-time basis at the

ardless of the level of accreditation .
accorded an institution of higher edu-
cation—the clientele (except for certain
doctorate programs) “drives in” to get -
its advanced training. And, more and
‘more new programs dre being instituted
“to serve our local district’s needs” or
“help mieet increased state certification
standards.” ’And, people selecte} for
leadership-jobs are drawn from MNcal
institutions regardless of théir- pd-
itation status. ’

Formal Training and Leadership
Raising credentialing requiremenlts
has been equated with raising standards.
Theoretically, one state has higher .
standards than another if it requires a
Masters degree plus thirty hours rather
than a Masters degre¢ alone. This
might be justified if there were any evi-
dence that it was improving the system.
The evidence is quite the reverse. .
Early in the colonial period of
American history, legislative authority

* and responsibility for education were

expressed in the Massachusetts laws of
1642 and 1647, In the first of 'these
laws, parents and masters were required
to instruct children in “the principles
of religion and the capitall lawes of this
country.”™ Five years later, towns were
required to set up schools or pay  fine.
The authority of the state for providing
‘and controlling public -education
stemmed from "these .simple begin-
.nings 47 . . .

« School administration- did not
emerge as a profession for some 200
years, In the early yearsof the 20th cen-
tury, Paul Hanus and E.P. Cubberly

- pioneered in university teaching of ed-
ucational administration. Mid-century
saw great changes. Before this time,

31

5 i)




)

£

-

. business as well as educational. B

-

supermtendems and prmcnpals acqmred
knowledge from their own experiénce
and from practicing - administrators.
The dual cataclysms of depression and
world war accelerated interest in pro-
fessional administration of education,
and by 1950 there were approxmﬂately

90 pniversities offering doctoral wor
\_,.J-Il’fﬁls field and several hundred offer-*

ing programs leading to the Masters de-
gree 48 -

Durmg the past 40 or 50 years, pre-
service education for school executives
has tended. to stress first the teghnical -
and mechanical aspects of administra-
tion, then human relations in coopera-

+ tive educational’ activities, and, more

‘recently a theoretical-research ap-
proaeh to. the study of administration.
The decade of the 1950’ was-one of _
ferment in the study of administration,
in-
creasingly, it has been demonstrated
that the effectiveness of the manager .
cannot be predicted by the number of
degrees he holds; the grades he receives -
in "school or the formal managemient
education programs he attends. Aca-
demic achievement is nota valid yard-
stick by which to measgre ledadership -

. potential. Managers in business are not

taught in formal education what they
néed to know- to’ build successful ca-
reers. The same is true in education
where leaders must acquire through

* their own experience vital knowledge

and skills. Success and fulfillment in.

. work demand what psychologists have

labeled “operant, behav:or”-—-—ﬁndmg
problems and opportunities, initiating
action-and following through. Problem
solving’and decision making -in the
classroom are ofteil dealt with on an
entirely rational basis and require what

péychologists .call “respondent behav-

ior."> This is the type of behavior tha:
enables a person to get high grades in
a course hie may nsver use again in later
life. This is not the sort. of behavior-de-

" signed to get tlungs done Instrucnonh

in problem solving and decision mak-
ing can also lead to “analysis paralysis”
because of the necessity for explaining
and defendmg actions rather than
carrying out decisions.4®

Overreliance on schofastic learning

ability has u%doubtedly caused lead- "

ing universities and busiriess organiza-
tions to reject a good.number of appli-
cants with greatest potential for creativ-
1ty and growth. Leader behavior is be-
ing seen more and more as a function
of the leader, the group, the task, and
outside pressures on the group, acting

.in various . combinations. The group

task has also been observed to influence
leader behavior. And.in addition to
structural characteristics of the group,
mtcrpersonal factors are believed to
_play a part. Fred E. Fiedler of the Uni-
vers:ty‘of Washington has documented
this in a variety of situations, including - .
school administration in his paper “On
the Death axd Transfiguration of Lead-
ership Training.” Historically, he
writes, training has beer’ viewed s a
means of changing the individual, The
basic but erroneous assumption gundmg

- this trammg is that the person who is™

skilled in human relations as well as the™-
technical aspects of the job will be more
effective than someone who is less
skilled"in these areas. Hence, the more
training, the more effective the individ-
ual will become. “Training has also be-
come a symbol of success and recogni-
tion that the mdmdual is in néed of *
_remedial help or additional knowledge
"Hence, being selected for training im-
plies promomblhty Else, ‘why would -
the companyspend all this money on a
manljv 150

Neil Gross, in his book, Staff Leader-
ship in Public Schools: A Sociological

Study. asked whether there is any posi- -

tive relahonshxp between formal prep-
aration'and_success in professional
leadership. On the basis of a variety of
.claborate fests, he found time and time
“again that the answer is “no %In fact,
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the less extensive the formal prepara-
tion of principals, the greater was their
staff-leadership. “The findings offer no
comfort to those who defend prevailing
personnel practices in the schools and
selection procedures of programs in ed-
ucationa! administration at the colleges
and universities,” Gross wrote. “To
school systems that rely almost com-
pletely on institutions of highér learn-

ing to prepare individuals for the prin- -

cipalship, this should suggest that they
reconsider the practice; if the colleges
and™unjversities are not equal to the
task, school systems may need to play a
more important part in preparing prin-
cipals for professional leadership.”5!

" The University Cofincil for Educa-
tional Administration (UCEA) Com-
mission on Certification, created to.ex-
aniine requirements and make sugges-
tions for changes, after an’extensive
study, reported in June 1971 that:

With respect to legal and quasi-legal
constraints, which are the main concern

of this Commission, we do not have ade-
quate evidence to justify, particularly with

reference to performance criteria, typical -

existing state certification requirements,
‘university division standards, or prepara-
tory frograms in educational administra-
tion.52

The Oregon State University re-
-/séarchers, as reported by Goldhammer
and Becker, saw the same thing. “One
purpose of our study was to determine
whether - pfincipal ' preparation pro-
+grams were dctually "doing the job
. needed to help principals confront the
“problems of today’s schools.”
We found a crisis in the preparation of
prinéipals that parallels the crisis of lead-

ership in today’s elementary schools. Prin-
cipal¢ who were effective could not be dis-

tinguished from those who were not on
the basis of their formal preparation. . . .
in addition, certification requirements in
many States appear to be irrelevant to the
principal's actual needs. . . . Universities
appear to be indifferent toward the needs
in this field,. save for offeri gaduate
courses and workshops for credit.> .

Is More the Answer?

When we emWarked on this study we
shared the generally-held view that the
universities which train leadership per-
sonnel were the key to improvement.- It
was our assumption that changes in
training programs which made use of
various instruments available to higher,
education institutions such as recruit-
ment, selection, substantive or clinical

experiences, placement, school-univer- .

sity cooperation, would provide the
necessary tools for change. We rejected
this approach not only because the col-
leges and universities have demon-
strated little willingness to change, but
because it would take too long. Even'if
it were possible to control the com-
plete input starting today, given the
present estimated 8 percent annual re-
placement rate* among the leadership

group, it might take twenty years. Also, -

there are just too miany people tradi-
tionally ‘certified and' waiting to- take
principal’s jobs. To a questionnaire sent
to state certification authorities across
the country, more than half responded
that there were more persons qualified
to take positions than there were open-
ings for them. ) .

Our New York University study dis-

closed that earning a graduate degree -

in Educational Administration or. Su-
pervision frequently does not help the
" recipient progress up the ladder to an
administrative or supervisory position
in the school system. Astounding on
the face of it, this statement is based on
the fact that 148 persons responding to
‘our survey were teachers when they
applied for their degrees and now, from
three to five years after receiving them,
77 or more than half, are gill teachers.
Only 55 of the 269 persons have gone
into school administration or. super-
? vision since ea‘rning their degree. There
* Derived from data given by State Depart-

, ments of Education in questionnaire “Supply-
Demand for Principaiship.” -
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are ;ome plausible ‘explanations for
this: not everyone fulfills all the require-
ments for a higher ppst; many see.

unwilling to seek better employment in
a different geographical area; some are
not really interested in a position
beyond teaching. But we.feel that the

real problem is lack of openings.- In-

dividual responses to our questionnaire
bear this out. The most frequently
stated reason for not having a super-
visory position was that there were no
openings.

To determine what- proportions of
the Doctorates in Educational Adminis-
tration and Supervision actually take
jobs as administrators in the public

‘the higher education institutions. The
number going into college and univer-
sity administration ‘doubled—moving
‘from 10.9 percent in 1961-63 to 21.5
percent in 1970. Those taking teaching
positions in colleges or universities in-
creased their proportions by a third,
from 15.8 percent to 20.8 percent over
the ten-year period. The proportions
going into elementary-secondary ad-
ministration increased from the period
, 1961-63 to 1964-66 but then showed a
decrease settling at 30.2 percent in
1970. The average proportion for the

ten-year. period going into elementary-’ 5.
secondary administratiom as the first ~,*

job following the Doctorate was 34.2

g

schools we entered the data bank at the' percent. However, for the single yéﬁr‘-';

National Academy of Sciences which

has personal information on Doctorates

in the United States cbmpiled from a
questionnaire which each doctoral re-

-cipient corfnpletes at the time.he re--

ceives his degree. * o
Table 9 below shows the proportions
by years entering jobs in. elementary-
secondary administration, higher edu-
cation, and 4l other fields.
A clear trend emerges in the propor-
tions-of these Doctorates eniployed by

*This is called first job following the doc-
torate. Many of the people ase probably already
in the job as the degree seem's to be done largely

/1970 the proportion was 30.2 percent.

"From these figures it seems obvious
that the Doctorate in Educational Ad-
ministration and Supervision as a train-
ing device to improve the leader$ of the
public schools is not an effective instru-

-ment since two-thirds of them don’t’

even go into the public schools, We
also know that there are not ‘significant
proportions of these Doctorates taking’
teaching positions igf the public schools
waiting in line to become administra-
tors as-is the case at the Masters degree
level.-In 1970, only .3 percent. of the
nation’s public school teachers had

on a partXime basis. See Table 11. Doctorate ees in all fields com-
N binéd.54 - -
— .
Toble 8 i
.. First Jols Atter Desterate .
(Fiakd of Dostorste Eduationsl Adminioiraion, Supeivision) -
.y . WDRK ACTIVITY BY EMPLOYER TYPE *
(4 F =
Mminiovstion | Adminiowslin | Tesching. "M
Dovtrst it | Clony Setonbary | Colopo ot | CologmUv. | oert: TOTAL
MJ % N % K| % N % NI % ~w
1961-63 26 49 108 197 158 28 457, 82 100 180
1964-66 "398 ‘M7 173 413 180 49 249 52 10 2381
1967-69 B6 125 189 8 192 608 263 82 10 318
1970 N2 420 25 28 08 249 215 W 10 1389
(10 U2 W V2 M A W M1 ma M em

or those who are self ed. In
opment or prdndmm to individuals, -

* This category includes ihose taking jobs wth siste and loca governments,
T tis capachy they may be Vv n Tschnt, s e, Tesabnn

) 'reﬁt izations, ind ,busif'ms,
sching, admie mmd devel-
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- With the burgeonirig of these grad-'

uate degrees-an oversupply of highly
“credentialed” people loom in the back-

. ground to compefe for these adminis-

trative jobs.. In response to a question-
naire-by this study, on the supply/de-
mand for principalship jobs, New York
State reported that “in excess of 15,000
teachers are certified as school prin-
cipals- but not serying in that job.”
Their records indicated that 203 jobs
were open in 1969-70 for which these

\

the principal’s doorstep if they are will-
ing to move?* ° .

The employment situation for Doc-
torates in education appears to be lean
as well. In 1964, 87 percent of the U. S.
recipients of Doctorates in education
reported that they hiad signed a job
contract at the time they received their
Doctorate degree. In 1969, only 80
percent reported that they had a job
contract upon receiving the degree.
And 10.5 percent of those still seeking

15,000+ would coripete. Table 10 ljobs upon graduation from their Doc;

below_based on information from this

0y

Table 10
Supply for 53 Priveipaishlp Jobs Oponiag in 1963-1470°
Posple availshie por sponing . Number of stales

Insufficient number of people 4
Sufficient number of people 12
More people available than openings 16
Great many more people than
openings . 5
No response . 2
Totl k]

questionnaire shows that 21 of 39 states

_ responding had an oversupply of can-
didates.- : - '
Since 31 percent of the two million
teachers had at least a Masters degree in
1970,55 can this mean that some

600,000 teachers are eligible to be at

torate programs in 1969 teported “no
jeb prospects.” The Situatjon is worse

than the percentages reveal due to the

increase in the number of Doctorates
over these years, Thus the number in
1964 who had not taken jobs was 275
people, but was 824 in 1969.56
Another factor which makes this
seem a disproportionate number not
finding jobs is the tendency of those
taking this degree to do so on a’ part-
time basis while already employed in a
school system. That students attend
these programs largely on a part-time
basis is revealed in Table 11 based on
* Seventeen of the 39 states who responded
to our questionnairegon “Supply-Demand for
the Public School Principalship” intlicated that
a teacher who had five years teaching expe-

rience and any Masters degree could be ap-
pointed as a principal and later fulfill specific

certification requirements.
- Table 11 )
Enroliments o Part-time Bosis .

Number of Inolitwiions by Program Lovel -
idharpidl WMastrs ~ Spesiaiat Deviorse
e ‘ % No.* % . Ne. % Ne.
00 7 “ l 13 1Y 26 0 0
90-99 5 ¢ % ‘ 41 > 49 8 6
£0-89, 12 -2 12 # 1 9
70-79 3 15 2 2 1 9
60-69 2 3 ? 3 10 8
50-59 & 7 7 8 19 15
25449 4 4 7 3 9 18 1

-4 - .8 10 2 3 ‘15 12

0 L, T 2 2 3 4 3

Net reporting 2 3 1. 8 4 . 3
To - n* 1% m a1l 108 "

» Indicates number of nstitutiens,
** Percentages have been rounded.
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data from our NCATE questionnaire.
One hundred and seven of the 175 re-
spom?ng institutions with Masters pro-
gramd indicated that 90-100 pércent
of their studentS were enrolled on a
part-time basis. Sixty-nine of the 119
institutions with specialist programs in-
dicated the same proportions of their
students were part-time. Although the
enrollment at the doctoral level is not
as heavily part time, significant num-
bers of institutions replied that large
proportions of their students are part
time. Forty-seven  institutions re-
sponided that 50 percent or miore of’
their doctoral students were attending
on a part-time basis.

In spite of this seeming abundance of

" training programs for educational ad-'*

ministrators and supervisors, the num-
ber of institutions offering graduate

~ programs is growing. Table 12 below,

Table 12 .
Number of NCATE isistitntions Planning Now
Programs in Edusational Adminiolrstion/Sapervision
Lavel of Program Number  Porsont Ineresse*
Doclorate 18 v F
Other 2 - .
K Total kL

* Based on present number of NCATE institutions with
programs at these levels, - g

again derived from data reported by

the NEATE questionnaire, shows sey-

enty-four new graduate programs {n ments; ‘one reported reorganization of :
just educational administration and s&. -

pervision being planned for the next
three to five years, -
Notice the increase in new Specialist

states are pow requiring it for certifica-
tion for.administrative jobs, = .
While this escalation in the number

“of programs offering graduate degrees

has ocourred, the number of degrees
being granted has naturally boomed.
Table 13 shows recent growth in educa-
tion degrees,

36

. Table 13
Total Education Dogross Awarded
Deyree 1950-00 196465 193-70
Bachelors 90,179 - 118534 166,423
Masters 8512 43,741 79,841
Specialist * * 857
Doctorate < 1547 2,721 5,836
Total 125288 165002 262,97

* Not roported. -

Table 14 (opposite) summarizes the
growth of Doctorate degrees in all
fields for 1965-70 and shows that the
number of education Doctorates has
now surpass¢ J all other fields.

In response to our inquiry, we found
that there are several developments in
the states which will affect the future
supply and demand for principals. One
trend would appear to reduce the sup-
ply. That is the trend to“increase thé
credentials requirement which con-
tinues unabated. Eight states respond
that the requirements for the job will
include more credit hours or degrees
than in the past. Only two states—Cali-
fornia and Texas—indicated that they
will look for other ways of certifying’
principals and not ‘rely as heavily on
degrees and credit hours. Out of 39 re-
sponding states, 23 reported nothing
affecting . principalship requirements;

eight ' reported increased certification .

requirements; two reported decreased
requirements; thrée reported consolida-
tion“and/or decreased school -enroll-

lementary schools requiring principals
for the first time (South Dakota). Al-

though’ the Masters degree in educa-
tional administration is the most com- .
- degree programs planned; a number of mon degree for a pérson aspiring to, the »
. principalship to hold, 17 states indi-

cated that a teacher who had five years
teaching experience and any Mastors
degree could be appointed as prinCipal
and later fulfil] specific ¢
quirements. This adds to the.pool /of

people from which principals can'be _

drawn.
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6,000 - Education —
* Biological Sci. .
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Social Sci:
4’500 B Arts & Hum:
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§ 3,000
‘5 -
32
E ineering
eerin
= 1500 .
‘ , Professional Fields— M
:“’é
— N B
0. 1 < 1 1 1 4
1965 1966 1967 1968 1969 - 1970
Physical N 3543, 388 - 4,306 4612 4,964 5,607
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Professh N M. @ i) 1
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‘The “Average” School -

more likely to remain in the-same state

-

Educational administrators are not

a geographically mobile group. The _

graduate student in education leads all
others in “staying home” to pursue his
studies. Out of a group of 33,119 grad- .
uate students from 153 .institutions su
veyed in 1969, 62 percent of the stu®
dents in education grew up in the state

*where they w.re doing graduate work.

The second closest out of nine fields of

" study covered in the suryey was the

law with 55 percent of its people study-
ing in their home states. Of the same
graduate students in education, 71 per-
cent said they wotld stay in the state to
work after graduation. Again, they led
all other fields 'in remaining in state
with law the runner-up at 69 percent.5?
The most mobile in the field of educa- .
tional leadership are those whé go on
for the Doctorate degree, but only a
few of these ever become principals.
Also, Doctorates in Educational Ad-
ministration and Supervision are much

38.-

at each step up the educational ladder
than any other Ph.D. candidates. (See
Appendix A) ’

Moving into ‘the area of work ex-
perience, studies show that of the senior
high school principals in the northeast
92 percent had grown up in that area;
in the southeast 89 percent were natives
of that area, and other sections had sim-
ilar figures indicating nonmobility.80
This lack of mobility was almost iden-
tical for the junior high principal.6!
The majority of those serving as prin-
cipals-grew up in small towns and rural
Aareas.®? The sanie holds true for the
superintendents, 73 percent of whom
came from towns of under 10,000.63

Movement from one school district
to another has also been quite minimal.
Advancement to the administrative
position is characterized by progressing
from teacher to administrator within

the same school system. The 1970 study .

&
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of the assistant principal revealed that
.84 percent of these in"urban schools
and 77 percent of those in suburban
scheols had advanced to their position
of assistant principal after serving many
years i. that particular system. In ur-
- ban school systems 70 percerit indi-
-cated. they had ten or more years of
xperience in education jobs before as-
suming the job of the assistant princi-,
pal as did 47 percent of those in sub;
urban systems 4 Although data are not
available on the int~r-district movement
of “the superintendents, the superin-

tendency study of 1971 showed that 92 -

percent of si:perintendents had served
- only in one state.8*. By makjng in-serv-
ice education ealy available to teach-
ers it is possible for them to move up
the administrative ladder without leav-
ing home or the system in which they
are employed. - '

- An investigation.of doctoral disserta-

o

L
= - . v '

tions on the pri"cipalsﬁip found that:

e in Kentucky the “average high
school principal”. was born and reared
in Kentucky, and was a native of
the geographic area he is now serv-
ing®6 .

¢ in Missouti 29 percent of second-
ary principals. were serving in thénr na-
tive, home towns®?

o in Pennsylvania almost all elemen-
tary principals received their under-
graduate and graduate training from in-
stitutions within the state®8 ‘.

etalmost all the secondary school
principals in Arkansas took their BA
and MA degrees in Arkansas schools®?
- o 76 percent of the female prin-
cipals had their ‘degrees from the state
in which they now teach?

That this localism was not happen-
stance but a matter of considered

‘choice by board members is indicated

" 39
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‘ T by the following:

° m Michigan 84 perccnt of those
board of education members and super-
intendents queried indicated they gave
s ' preference to applicantson local. staff
;. who were considered qualified™

- e a study of the assistant principal-, :

b stLp in Texas indicated that those cho-
sen were usuall> appointed from w:thm
their dnstrncts72

itis sng‘hﬁcant that the two persons who
have progressed the most sieadily are
the only twa who changed geographic
areas. ‘Ninety-one percent of the 65

Masters recipients are still in the same .

geographical area.

‘Looking at the eight recipients of
Doctorates in various fields of super-
vision, we found that all have been in
the school system right along a.ad only

~ . one has changed geographical location
v ) The placement process heightens while workii  his way up. Two are.
‘ this localism. Assistani principals state now assistan. principals, one having
that the pnncvpais and superinténdents been a teacher before and after re-
, of the systzm in which théy serye had ceiving his Doctorate, the other traving -
- the greatest influence on their appoint- been 4 guidance'.counselor before and
ment to the first assistant principal- then assistant prmcnpal after recemng
ship.”3 + his degree: Another person was 3 prin-
In an attempt to trace the training cipal when he applied for the degree
and cmplo> ment patterns of potential’ and still holds the same position in the’
leaders in paltic education, we insti- samé location. Like the recxplcnts of
tuted a smali scale longltudmal study the Boctoratc in .Educational Admin--
* with the cocperation of NYU offici istration exactly two-thirds of the 29
on New York University School of recnplents of the Dogtorate in Super-
Education graduating classes (1966 vision have remained'in the.same geo-
and 1968) and worked backwards to graphic location they were in when they
the individuals upon whom the sta- applied for the degree programs. None
tistics were bdsed. , of the three persons who received Cer-
. " = In the end, we, received responsm tificates of Advanced Study in super-
. . ‘'from 270, or 64 percent, of those in viSory fields has changed his geographic
our’ population. Of the 270 persons* location since applying for the certifi--
who responded 99 bad received grad- cate program. In conclusion, we found
» uate degrees in Educational Adminis- _ that the average pérson receiving a
tration dnd the remaining 171 had tak- graduatgdegree in Educational Admin-
, - &nsgmes~r. of program for supbrvisors.  istration is reluctant to caange his geo-
. Lo Among those who had taken Doctorates  graphical locatiori.
. ) in Administration, we found that those -
i . -who are upwardly mobile seem  to
i ‘change location more frequently, while *
_ . those who stay-in the same place have = America has been called “a mobile
- a slower rate of success 'in most gases. entity” by the French writer Jean-
’Dhe majority are’ hesitant to explore ~ Frangois Revel.” It is a nation founded
% .different parts of the country. Sixteen by the migratiop of people and ex: ,
b persons, or two-thirds of the 24 report- panded by those responding to the lure
; ing in this category, are in the same of the frontier. it has always been pos<
' ‘ geographic area they were in when they. sible to move easily from one part of
applied . for their \degrée program, the country to another and from one
“which on an average was 8 or 10 years sector of the society to another. These
"ago. Among the recipients. of Masters daxs it is rather the exception for high-
Degrees in Educational Admuustrauon ly. éducated Americans to stay in one

5

The Principal as Localite

3
+
s S (em At T i v e o

LN

LY

-t o g




PP g om bt v eg r

e AR 4y W PR
-

2

place for extended periods. Career
- progress is closely associated with geo-
" graphic mobility and willingness to
change employers and job settings.
From the indjvidual’s standpoint, ad-
vancement cl%rly relates to geographic
thobility and willingness to change em-
ployers and jjob settings. Generally
speaking, the more highly educated the
person the greater his geographic mo-
bility. A recent Bureau of the Census
report on “Educational Attainment”
demonstrates %how men who moved
from oge state to another over thé pe-
riod of, a year were ‘more likely to be
those with the greatest number of years
of formal education. In March of 1970,
1,019,000 men had moved to a differ-
ent state than the one they had resided
in the preceding year. Of this number,
more than half (534,000) had from one
~ to five years of college education.”

. Progressing from those with the least
education to those with the most, the
relationship of movers to the propor-
tion of people at the educational level
more than doubles. (Table 15)

Table 167
Rolationship of Prpy of Mon st Edusations! Lovel
. Moving ot That Lovel
Less than high school education I
High completed J
One to three years of coliege 15
4 Fourysars of college - 20
Five of more years of college 22

* The proportion of students who leave
home to go to college has always been
substantial. By the end of the 1960’s,
more than twp-thirds of all undergrad-
uate students in American colleges and
universities did not live with their par-
ents or relatives. Many students mi-
grated. to other states or regions for

.their education.” But we have also seen -

that students going into education are
less mobile than other students and that
school administrators are strongly tied
to one locality. In this sense, education-
al ‘leaders have not. shared in.the
national pattern. They have been de-

LN

- remarks about the national econo

nied access to the kinds of experience
that come from mobility.

More important than the local ori-
gins and lack of mobility of most prin- -
cipals is their “local” as opposed to-
“cosmopolitan” orientation in the sense
first used by sociologist Robert Merton.
Stated simply, what this means is that
the localite confihes his interests to his_
own community, and the cosmopolitan
relates not only to his community but
to the outside world as well. In his So-
cial Theory and Social Structure, Mer-
ton described pdtterns of influence in
terms of local and cosmopolitan influ-

entials, stating: ~ ~ :
The interviews with influentials had
been centered ofi their relations within
the town. Yet, in response to the same
set of queries, some influentials spoke
wholly in terms of the local situation in
Rovere (where the study was conducted),
where others managed to incorporate.fre-
quent references to matters far beyond the
reaches of Rovere. A question concerning
the impact of the war upon the Rovere
economy would elict in the one instance -
a response dealing exclusively with prob-
lems wiihin the town and in the otl;g, to
or
international trade. It was this character-
istic patterning of response within a pe-
culiarly local or 3 more extended frame -
of reference—a patterning which could,
perhaps, have been anticipated but which
was not—that ged to the conception of
two major types of influentials: the ‘local’
and the ‘cosmopolitan.’ The localite large- -
ly confines his interests to this community.,
Rovere is essentially his world. Devoting
little thought or energy to the Great So-°
ciety, he is preoccupied with local prob-
lems, to the virtual exclusion.of the na-
tional and intérnational scene. He is, strict- *
lys ing, hial.
ontrariwise with the cosmopolitan
type. He has some interest in Rovere and
must of course maintain a minimum of re-
lations within the community since he, too,
exerts influence these. But he is also ori-
ented significantly to_the world outside
Rovere, and regards himself as an integral
gart of that world. He resides in Rovere
ut lives in the Great Society. If the local
type is r;;srochial, the cosmopolitan is’ecu-

menical
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Continuing his analysis, Meston

~ found that cosmopolitans had ¥been”

more mobile. The locals were typically
born in Rovere or in its immediate
vncmlty, and went to school there, leav-
ing only temporarily for their college
and professional studies. “They held
their first jobs in Rovere and earned
their first dollars from Rovere people.
When they caine to work out their ca-
reec-pattern, Rovere was obviously the
plave in which to do so. It was thé only
town with which they were thoroughly
familiar, in wilich they knew the ins
and 'outs of politics, business, and so-
cial life. It was the only community
which they knew and, equally impor-
. tant, which knew them. Here they had
developed numerous personal relation-
ships.” Whereas 14 of the 16 locals in
the Merton sample had lived in Rovere
. for more' than 25 years, this was true
for fewer than half the cosmopolitans.
The, cosmopolitans were iypxcally re-
cent arrivals who had lived in a suc-
cession of communities in different
parts of the conntry. While the cos-
mopolitans were more likely to be

younger than the local influentials, the,
/

differences were nat the result of age
composition alone. «

Merton then describes the path to
success followed by the lotalites. “Far
more than with the cosmopolitans, their
influencer sts-on an elaborate network
of persona relationships. In a formula
which at bnce simplifies and highlights
thé essential fact, we can ray: the in-
fluence of local influentials rests not sc
much.on what they know but on whom
they know. Thus, the concern of the
local inflyential with personal relations
is in part the product and in part tie
instrument of his particular type of in-
fluence. The ‘local boy who makes
good,” it seems, is likely-to make it
through good personal relations. .

“With the cosmopolitan inﬂuenﬁal,

all this changes. Typically a newcomer

a2

to the commuynity, he does not and can-
not utilize personal ties as his chief
claim to attention. He usually comes
into the town fully equipped with the
prestige and skills associated with his
business or profession and his ‘world-
ly' experience. He begins his climb in
the prestige-structure at a relatively
high level. It is the prestige of his previ-
ous achievements and previously
acquired skills which make him eligible
for a place in the local influence-struc-
ture. Personal relations are much more

.the product than the instrumentality of

his influence.””®

David Riesman, on the basis of other
studies, has suggested the ways in which
the roles of local and cosmopolitan in-
fluentjals may differ in dlfferent social
structures.8¢ Reporting on ‘Riesman’s
ideas, Merton wrote: “Cosmopolitans
who take on positions of formal leader-
ship in the community may be obliged
to become middlemen. of tolerance,
as they are caught between thie upper
millstone of the tolerant elite and the
nether one of the intolerant majoric_,
and thus become shaped into, being
less tolerant than their former asso-
ciates and more so than their constit-
uency."”8!

1t is not surprising that school prin-
cipals should characteristically fall into
the localite category. Education, as
guch or more than any other organized,
activity in America, is locally-based.
The school principal, like the local
bank presidznt who required soine forty
years to zise from his Joh as messenger,
spe=xs feelingly of the slow, long road
zn whigh *I worked my way up.” If
the Meron analysis’ applies, and we
think'it dues, it would appear too that
even those principals with a more cos-
mopolitan orientation end by being
forced into the local mold. .

Who Is Chosen and How'
As individuals, some principals may
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be willing, even eager, to assume a lead-
ership role, though as Professor Sarasan
pomted out, they do not always take,

advantage of the opportunities they.

have to make changés. Some school
superintendents have complained about
this too; But all too often, even the most
forward-looking are hampered by the
system. Politics inevitably rears its
head. Geterally, principals are selected
and trained under the watchful eye of
a patron in the central office of, the
school system. In the competition for
administrative status and higher sal-
aries, the kingmakers in the central of-
fice aré able to choose people whosare
“right-ttinkers” according to their own
values. The principal is usually pro-
moted from small to larger schools,
from mner-cxty schools to more pres-
tigious® ones. These hierarchial con-
siderations do ‘not always correspond
to the needs either of the school or the
particular principal. What is important
in the first place is to catch the eye of
the right person in central office and
then stay in his goocd graces.

It follows then that when the prin- . .

cipal assumes office be is not en-
couraged to initiate change. The neat-.
ness and promptn%s of his reports may
become more important than the qual-
«ity of education in his school. There are
always people who will want to review.
any new program before it can be put
into effect. At that. point, objections
may come from parents, teachers, or
just “policy.” There are always handy
excuses for not instititing reform. Most

attempts to change run into. .opposition

from entrenched job holders who feel
themselves threatehed, After all, the
winds of change might blow them out.

Sometimes, when he wins support
from-his staff-or community to make
- changes, a principal may be transferred,
to another school. The principal who
changes the system stands out as a cou-
rageous and often lonely professional

whose only reward may be the satisfac-
tion of a job well done. And the inner-
city schools, where the need is greatest,
suffer most from these practices since

they are on the lowest rung of the ca- -

reer ladder.

The professional associations have
cdnducted a variety of prograins in re-
sponse to a growing feeling during the
past few years that principals should be
released during ‘the school day to en-
gage in certain professional improve-
ment activities. These have included
regular college study, in-service pro-
grams and exchange visits among prin-
cipals.

Increased interest in new ideas and a
desireto implement them has begun to

permeate the schools and their leader- .

ship. The concept or sharing respon-
sibility, with an increased-role for the
faculty-as a whole in developing guide-
lines for methods of instruction has also
gained ground in recent years, accord-

“ing to the NEA’s 1968 report on ele-

mentary - school principals. “When
asked what specific activity they be-
lieved was their most éffective way to
improve instruction, 57.4 percent of
the sSupervising principals in 1968

checked the item™*By helging to create '

‘a climate in which teachers, individual-
lyor collectlvely, are encouraged to ex-_
periment and to share ideas.’ ” This i is”
a broader ‘concept, the NEA notes,
than the one voted most frequently in
1958 by 48 percent which was worded
as “providing many instructional ma-
terials and maintaining high morale.”
The-group approach was further sup-
ported by the 1968 replies to a question
on how supervising pnncnpals approach
the problem of trying out new ideas
and innovations. In 1958, more than
80 percent of the pnncnpals reported
that they liked to experiment with new
ideas; in 1968, approximiately 30 per-
cent reported that “since I like to ex-
periment;~1 -constantly encourage in-

dividual teachers to try innovations. In

&
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1958, 13 percent of the supervising
principals preferred to have other
schools expenmem before they tried
new ideas; in 1968 close to 65 percent
reported that they encouraged their
faculties and individual teachers to ex-
amine the research on new ideas, pre-
sent the evidence to the faculty and theri

seek for agreement within the faculty.
. on how the new ideas might be carried

out. New ideas that led to change, both

" »in 1958 and 1968, came to a large ex-

.tent from conferences and workshops,

. other principals, teachers, and central

office personnel. Parents and the com-

" munity accounted for a decrcasmg per-

cent—from 7 percent in 1958 to 1.2
percent in-1968. Over the ten year pe-
riod reported on by the NEA, college
courses as a source of innovations in-
creased in the decade from 3 -percerit

to 6.5 percent. The outstanding change .

lay activity has increased (where other
types’ remained relatively static) sug-
gests some increased social responsive-
ness on the part of today’s principal.”$2
Descriptions -of adaptable schools-

‘seem to bear out our thiesis that cos-

mopolitan.influences are present where
there is educational innovation. In these
schools, principals may create an in-

.novative staff by choosing teachers,

possibly young, with a breadth of train-
ing and -cosmopolite patterns- of in-
formation and travel,

These are heartening trends, - bl

-theyedon’t go far enough in bringing
- the principal into the mainstream. One
.of the difficulties is that the United

States is’a very large country with many
local, state and ‘regional- differences.
But it has become mcreasmgly evident

that whether principals in' the small or

even middle-sized school systems are

was the increased role of professional . aware of the many currents moving

readinig as a ~oursé of new ideas—a -

* percentage advance from 8 to 20.3 per:

cent,

The NEA also came up with some
other information that indicates height-
ened socisl responsiveness, Supervising
principals have not much- changed the
extent of their leadershlp and acti‘ve
membership status in churches, youth -
groups, such as Scouting, fraternal
groups, health and social welfare or-
gamzahons, veterans and ‘patriotic. so-
cieties, and intercultural relations

.
L
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groups. There was a significant decline
in leadership and active participation
in business organizations and commu- .*
nity recreation and cultural groups.
“But the most dramatic ohange during
the decadein the pércents,” the NEA
report smd, “indicates increased par-
uclpat:on in political party organiza-
tions and civil rights groups. While
the propomon showing this expanding
interest of principals in-current and
often” controversial problems-is mnot
large in relation to-the total number of
respondents, the fact that this -area’ of
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throughout ‘society, they and their.stu- .

dents will inevitably ‘be affectsd by
them. Principals themselves are becom-

ing aware that greater versatility and in- -

ventiveness are demanded. Increasing-
ly, principals are becoming, as the NEA
"described it, “the nuclei of corps of ex-
perts who _group and regroup as neces-
sary to meet the, challenges and prob-
fems as they arise.”8® Becduse of his
position; the. pnncnpal is' drawn into
many-activities and is exposed to many .
movements and pmssurﬁ that are not
-part of the teacher’s experience. The
principal will have to pull together the
insights he gains from his- -experience to
bring new resources to the instruction:
al process—more as a group leader
than as the commanding officer of old.
Greater cross-fertilization will benefit
everyone and help to lift the principal
out of .. local environment onto the
cosmopolitan plane. Only-then, wil he
be ablé to deal effectively with the new
demands-on the: schools as a result of
changes that are basxcally national in
character.

-
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II \ I Costs ;f the
Present Approach

It is simple enough tosstate the prob- °

lem of the costs for producing leaders
for the public schools and the amount
the system is willing to pay for their
services. Any logical person can say

that the components of the estimates-

are:/

tzl'he costs of education—in this

instance, the Masters degree. . ~

a.The cost to the higher education
institution.

his degree. .
c. The costs to the schoo} systems

. which give pay mcrements;for
the Masters degree

2. ’I‘he costs 1o the schooTsystem for
the specific service of principals
{over and above that for the serv-
ice of teachers.)

However, the processes of arriving

" at these cost estimates are so-complex

and full of qualifications that we are
presenting a summary of present es-
timates at the end of this section (pp.
54, 55). We refer. the interested read-
er to the discussions concerning the

" specific and detailed points which fol-
Jow. -

Costs of Education

* Costs of Graduate Degrees in Edu-
cation to the Higher Educanon Institu-
tion. )

It is only recem.ly that hlgher edu-

_ ..cation institutions have started to ex- .

amine their procedures ‘and programs
in relation to their costs. A whole new
set -of procedures have had to be de-
velpped and a new center at the West-

" errf Interstate Commission for Higher
*b..The cost to the mdmduai for

iducation—The National Center for
ucational Management Systems—

has beén set up with Office of Educa-

'tion "and -Ford Foundation support to

pursue this complex task. .

- Budget procedures, organizational

terms and methods of allocation of

costs of various within university shared

services (libraries to parking lots) have
all had to be surfaced, defined and-al-
lotted within “each institution. After

that, agreement among the institutions

(with some sessions taking on-the over-
tones of a UN talk) are worked out.
The procedure is to break. dqwn all
costs to a student credit hour basis by
level: lower (freshmen and sopho-
mores), upper (juniors and seniors),
Masters .and Doctorate. This method
reveals clearly that the costs are lowest
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at the beginning of undergraduate ed-
ucation and increases steadily with the
doctoral level being the most expen-
sive.B4.

A study “Instructional Analysis of
Tennessee Public Higher Educhtion”
by the Tennessee Higher Education
Commission found the following rela-

~ tive costs by level for.students in edu-

cation with the average for all fields per
credit hour:8%

Tohle 18
Total Instructional Cost Por Student Crasit Holr

Mastors
Lewsr Upper i Pro- ,
Education $13.76 $1 $3050  976.39
Average all -
fields 1265 2030 4698 11168

Except at the lower level (freshman-
sophbmore), the costs per.credit hour
are less in education-tifan the average
for all fields. At the Masters and Doc-
torate levels they are nearly one-third
less.

However, this cannot be construed”

kY

“

as a lesser commitment to the field of
education by Tennessee as compared

to other fields since the quantitative

production of credit hours in education
$0 outstrips any other field of graduate
study. At the Masters and professional
level, 17,062 credit hours of education
were given—32 percent of the total
credit hours produced at this leyel. The
credit hours generated at the Doctorate
level for education were 18 percent of
the total credit hours for all 17 fields of
doctoral study (Table 17).

One would think that it would be
possible to now estimate the cost of a

‘graduate degree by simply computing

the number of credit hours needed to
complete a degree and then multxply
by the cost per credlt hour to deriVe the
total, But there dre wide variations in

" the expenditures at the graduate level
by institutions in the same state.

At the Masters and professional lev-
els in Tennessee there are ten different
institutions offering programs in edu-
cation. We have already cited the aver-

Table 19
.- ‘Swdont Crodit Hours Prodused in Tonmesese
. Publls Higher Elud!l Tnstitwiions, Fall 1908 ) .
Flold Masters & Pref, Destorste
i Agriculture . ° A ' 359
Biological Sciences : 2,972 546
Busmass & Commerce o 4,29 5
cmmunmﬂon Subjects . 168 .
'ei"ION 17.&99 1 ‘Iﬂs
Engineeri 4241 !
Fme & Apolled s77
Fomm Languages & Lit. 72% /)
405 138
Heaith Professions * 620 4
Home Economics ! 742 -
Arts g:g 447
o Library Science 569 )
at | Sciences . 2,265 19
Military Sciences < - . 0560
Phi ’ 204 30
Physical Sciences . 2,631 895
34 u + 740
Public Services Curriculum 3420 18
Religion & . h 18 ‘ .
Science 4589 - 510
interdiscipiinary Studies 63 - .
Told -1 iz
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‘Systanwide " Davis
o § Pﬂ’
Total Stu, Tetal Stu. Tetal
367

405 1231
5 18

Instruction
Adjusted [nstruc-
tion 4
Organized Re-
search
Laboratory
Schools
Public Service

Total

ger S&Ig:nt
ase
otal

1454 1674 1666
160 159

6 60
859 855
Fis)
2249

m
3019

2224
3402

2

ez
2740 1252
68l 114
a2t 1966

- 24
1005

6

Basic Instruc-
tion
Enrollment

1945
329

)

Table 18 _

A Cost Por Student in of Califernia*
vorage .z 1 Edmaﬂu;,'lldws;ty

Stu. Total

)

L

‘LA, _Riversids S.Barbara _ lrvine -
P&~ Pw Pw Pw
Stu, Total St Total. Stu, Tél Stu.

6
215

12
911
12",

_l

ey

-

1212 3% 1388
673 55 27
315

7

1693
575

175 178
3 3

o M 1
1615 2268
640 758

L 3
2028 2451
42

1817
125
5L

2261
'10%6
3363

2368
1354

1
%

~ .

* Instruction ad;usted for estimated load of educatmma;ors on other departments (1.10). Budget data from Ref. 11,
enroliment data from Ref. 10, allocation of Deans' offices and supervised teaching not included for Berkeley and Los
Angeles. Duscussed in “Costs of Study in Educalion” by Jamesyarmer.

age cost per student credxt hour to be
$30.90. The lowest expenditure is
$24.88 at Tennessee Technological
University and the highest is $56.22 at
the University of Tennessee;:Nash-
ville.8? Thus, the cost of providing a
Masters degree in education_in the
same state is more than twice as much
at one institution as it is-at another.
Two institutions in Tennessee offer
the Doctorate in Education and, their
- expenditures per ‘student credit - hour
are $67.73 and:$79.52 respectively.s8 -
Because of the newness of this ap-
proach and the need for access t6 com-
plex data we asked Mr. James Farmer
of Systems Research, Inc., Los Angeles,
" California, to develop an estimated cost
" for a Masters and Doctorate of Educa-
tion degree in California.
His conclusions were: A
“The basic instruction cost, given
in Table 18: then consists of the base
cost and adjusted instruction. The
value approximates the cost of instruc-
tion for a Masters degree in terms of
annual cost per major. If organized, re-
search, laboratory schools, and public
service projects are included, ‘the cost

per student per year is hlgher and ap-
proximates.the cost for a second stage
doctorate student. (This leaves most of
the organized research and public sery-
ice unallocated to instruction and re-
search, There appeared to be no better
approximation from the data available.)
“Thus, for the system, the- annual
costs per student major appear to be
from $2200 to $3000 with sngnlﬁcam
differences between the campuses.
_ “Since University students are ex-
pected to pursue their programs full-
time, a credential should represent
some 30 student (semester) credit hours,
or approximately $2200. As shown'in
Table 19 systemwide only 43 students
received their Master of Education de-
gree of some 500 students enrolled in
the Masters progfam with an education
major. It'is not possible to estimate pro-
duptmty——clearly many of the educa-
tion majors must be receiving other de-
grees. Otherwnse, the cost. per degree
would ve some $24,000. If a student
completes the Masters degree with 45
student (semester) credit hours, then
the cost would be -approximately
$3300. Attrition, or program changes,
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Table 19
Awarded In Edusation, 19
Dfmuv .'Eimﬂu.l,ﬁ,

Gaduse 172 41 10 o m3 2

"% Data from Rel, 10. Bachelors degrees and PhD not
ng:.nutdlﬁad by ‘field; education majors may have been

appears to be a'major factor in thc Uni-
versity's unit costs.

“The University awarded 127 Doc-
tor of Education degrees for the 996
.students in the Doctorate program. If
this were the case, then systemwxde,
the average student would be taking

7.9 years to complete the program,’

costing some $24,000 pentdegree Ap-
parently, some -education majors are
taking other degrees or there is'a high
, rate of attrition. It is not possible to
determine this from the availabl¢ data.
Most of the students are clustered in the
second stage of their doctoral program

* . on the Berkeley and Los Angeles cam-

-'puses,”? .

Estimate one: Our estimate of the
institutional cost of a Masters degree is
$3,000. -

ognized authority in the economics of
education, recently developed an anal-
ysis as to the incom# by source for col-
leges and universities for 1957-58 and

Dogos ° — — — — 1967-68. Her conclusnons are as~fol-

Doctor of lows:

Mescon s 1 4 % “The estimated amounts for each
in Teahing 3 , 3 source of funds are shown in Table
u:::{m 8 . 0 % As the table suggests, tuition and fees .
Tetd : financed over 3 percentage points more

of student higher education in 1967-
68 than a decade earlier; the share of
state and local funds rose about 1 per-
centage point, and that for the federal
government yery little, except as feder-
al aids to students helped in the en-

largement of financing through tui-

tion,"90

Estimate Two: The student pays

about\40 percent or $1,200 of the cost

for the Masters degree ($3 000) and

the netiinstifutional support is $1,800.

- Costs of Graduate Degrees in Edu-
cafion to the Student .

The most recent estimates as-to out-

of - -pocket expenditures for graduate

study in the field of education age also .

contained in “The American School Su-
perintendent,” a 1971 report by the
merican Association of School Ad-
Mmtors
is study questionnaired a weighted
national sample of superintendents by
size of district (number of pupils) to de-

. Whatis the relationship between’in- termine facts concerning expenditures
stitutional costs and student tuition? . and sources of financial support while
Selma Mushkin, a nationally rec- pursuing graduate study,
T R
Curvont Loossme for :-ulm odinclion,
.o bymhuhzl mﬁt’aﬂim-l

Tuition and fees 86.1 . 3260.8 %2 385
Gifts and mdowm,em eamnings T Uss §95.1 LN 1.2
State and local fu 10013 L3503 . 824 436
Federal funds o s - %5 . Wl -+ Map o, o 4l

4,..«.._...............,,..,.,....
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Table 210
Edpuered Emu by Superintendents
(Excluding Omrhﬂy M”ﬂnnd Wages)
Nottanal Weighted Profile for—
1 %3 [
Master's * Sixth-yoar Dostersl Total investment
_ Range of expenditures propame programs programs in graduste programs
. Percent Percent . Percent Percent
Less than $1,000 9.5% 13.7% 5.7 6.2
$1,000-2,499 51. ;’% 523 - 10,3% 42.0%
$2,500-4,999 6.2 253 U2 29.5
$5,000-7,499 54 6.6 T 233 13.0
7,508-9,999 2 - 84 28
10,000 or more - 1.0 21 182 65
Total 10009 100.0% > 100.1% 102,09
Not reporting 1 %% 81.2% w2 (@  290%
Mean expenditire LAY o $2,313 $5,515 $3487
Median expenditure $2,05§ e $2,041 $4,995 i} $2,653 *

According to Table. 21 the mean
cost for superintendents was slightly
more than $2,000 on Masters pro-
grams with a total investment in grad-
uate education which averaged about
$3,500. -

This study excludes any estimates of
costs of unearned. wages for the time
Sspent in graduate programs that might
‘have been used to provide income to
‘the student.* ‘

The data with regard to - Tull-time
study in residence are at variance with
other information we have obtamed
(NCATE study; see Table 11, p. 35
regarding part-time enrollment) The\

" AASA study indicates supenntenden ;

.spent two semesters in_full-time resiy/

* dence for the Masters dcgree and three|

semesters full-time work for the sixth
year. If these data are correct, persons
obtaining all three: the Masters, the
six-year credential, and the Doctorate
spend a total of seven semesters in full-
time study 22 - .

If this is the case, it would be proper
to add to the dollar amount of the out-

* For a discussion of this costasee Theodo;

Schultz, “Investment in Human Capital,
tcan Economic Review, LI (1961), 17;
rg Becker, Human Capital, New Y?pk Co-
ia University Press, 1964, p. 77,

*
, R

s 0
of-pocket costs listed above the addi-

tional cost of two years salary for the -
Doctorate degree and %3 of a year for -

the Masters degree (unless, as we sus-

pect, the great proportion of work is .
"done durmg the summer sessions). ‘

How is graduate educatxon sup-
ported?

The National Academy of Sciences
data bank asks Doctorate recipents
how they supported their- graduate
study. The .data requested falls into

three categoties by the number of se- -

‘mesters of support through:
a) -Federal assisiance—9 progra,ms

b) Institutional assmtance—-5 cate. "

gories
¢) Own ' and famlly support—S
areas
We have exammed the information
on 4559 recipients of the Doctorate in
Educational . Administration and Su-

pervision for the period 1967-¥970 in- -

clusive. 69.05 percent of this group
(3148 individuals) supplied data on
33,811 semesters of study, an average

of 10.7 semesters per Doctorate candi-"

date reporting.

Tablé 22 shows clearly that almost
80 percent (79.48) of them had to de-
pend upon self help for 58.71 percent

4
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Table 22
Seurce of Suppert, Educational Adminisiration
. Deeterates 1%7-1370
Poroont Persent of
Categery . Suppert Supperted
federal 3010 1831
Institutional 58.10 19.94
Own or family 7948 58.71
Table 23

‘Seurse of Suppert, Educationd Adeninistration and
Supervisien, Desterated 1967-1870

Family Porsont Smd:
Own o o

Suppert . Reporting Supperied
Own earnings 6.19 40.87
Spouse earnings 25.44 9.72
Family earnings 5.80 2.50
Loans 18.96 562
Other 191 2.57

of the semesters for which they report
support was needed.

_The break-down in this category of
own or family support shown in Table
23 reveals that 50 percent of‘the semes-
ters supported were by their own an
or spouses’ earnings.’ . ‘

The G.I. bill which figured so prom-
inently as a source of support reported .
by the superintendents in ‘the AASA
sty does not loom as large with this
group.* Here 18.84 percent reported
support from this source for 9.97 per-
cent of the semesters that they attended

" *Of the fifty percent of superintendents who

responded to this question on financial support
in the superintency study, an average of 69.4%
received -Gl or veterans benefits (American
School Superintendent, p. 49),

school. tlowever,this is still the largest
single source of support from federal
ources. ; )
Estimate Three: Graduate students
in education spend about $2,000 out-
of-pocket to attain a Masters degree.

Cost of Graduate Degrees in
Education to the School System

The widespread diversity of size,
type and setting of the school districts of
the cowatry are markedly reflected in
the national fiscal support and exp-:ndi-

ture patterns. Whether one looks at the.

wealth behind each student, the amouant
spent per stydent, or the numbers of
students per teacher, the range is great.
And—surprsing to most persons the
range within ‘each state is almost as
great as the range in expenditure in the
nation.

Since education is primarily a per-
sonal service operation, the- gréatest
proportion (about 80 percent) of the

local expenditures go for salaries and

fringe benefits for teachers, adminis-
trators, bus drivers, and the many other
related service persofinel who maintain
the total complex. .

The total amount spent for adminis-
tration-is large in dollars bt.t small in
proportion to the total operational cost.

During the 45-year period from
1920-1965 the proportion which the
U. S. elementary and secondary schools

Seheol Sysioms Spend for

Aduiniotration 3

. " High  Top High  Tep High Tep
Natien Modian Quarter Tonth Modian Quarter - Tonth Expd Modian Quarier Tonth
Region STO7 ABIZ; G487  Sie INY AMIZ; 8%,  wep AT ASIY O3
1 288 357 448 1 258 32 | 365 1 471 747 959
2 3% 503 6.6 2 290 335,419 2 M 51 182
3 387 483 647 3 34 JE AN 3 368 490 130,
4 366 461 648 4 364 428 7 508 4 368 48 625

5 276 359 . 485 5 388  A81 515 5 © 365 4727 628
] 343 450 633 6 511 633 83 6 s 471 a2

7 4% 695 9% H 658 788 922 7 339 416 - SM
8 391 572 ° 819 . B ' 8 370 468 557

9 KT S ) 535
N k)
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spent on admijnistration fluctuated only
slightly from.a low of 3.3 percent
(1957-58) to a high of 3.9 percent
(1939-40). This stability occurred dur-
ing a period whgn the proportion spent
on inStructionv?Zcreased from a high of -
61.0 percent (1920) to a of 50.2
percent (M55-56 to 55.0 per-
cent (1965-66). During the same period
fixed charges rose steadily from .9 per-
cent to 6.5 percent in 1965-66. .

In dollars spent for -administration
the amount increased almost 30 fold
from $36,752,000 in.1920 to $937,-
646,000 in 1965-66.93

The stability of spending for admin-
istration evidenced on the national lev-
el is not present for administration on
a district to district level. In a recent

- study which compared allocations by

district the médian was 3.79 percent of
tiie net,expénditure, but districts in the
top tenth spent 6.48 percent as shown
in Table 24 on the opposite page.

The fact that the top 10 percent ‘of
the districts spend nearly twice as much
proportionally is partially a function of
district size but also is affected by the

,wide differences in salaries paid ad-
ministrators. .

Table 25 below shows that 3.7 per-
cent of the assistant principals in’ sys-
tems of 12,000 or more students (not
the smallest districts) received less than
$8,000 in 1968-69, while 1.2 percent
made ‘between $17,000 and $19,000.
The same wide spread in compensation
extends all the way up to the level of

chief state school officers where the .

range is from $13,750 (Montana) to
$45,000 (New York).95

However, given the fact that it is
probable that all of the principals in
one state may receive more pay than
one or more of the State Superintend-
ents of Public Instruction, there is a
thredd of policy which. rins through
most salary schedules- for local school

[
. Table 25%
Distribution of Salaries Paid Elementary-Sebeel Assistant Principale,
1963-60, Reporting Systoms with Enreliments of 12,000 ¢ More
1— 2~ 3— 4 T Total,
) * 100,000 50,000~ 25,000~ 12,000-.  Strata
. ttom or More , 49,999 24,999 - 14 -

Number of Systoms Reperting Daie on . -
Elomentary-Seheol Assistant Prineigals 20 24 45 - 83 172
Number of Assistant Principels Reperted 1,559 300 ki) <378 - 2,538

Mean $13,69% $11,397 $11,661 $11,435 $12,846
Median 14,112 11,672 11, 1487 13381
Below $8,000 4 53 - 93 11.6 37

$ 8,000-§ 8,999 d 83 8.3 108 37
9,000- 9499 3 6.0 27 6.6 2.2,
9,500- 9,999 8 .10 50 37 25
10,000- 10499 6.8 43 40 6.9 6.2"
10,500- 10,999 53 13 .3 53 60 |
11,000- 11,499 30 1.3 .0 53 43
11,500- 11,999 24 130 .7 6.6 457
12,000~ 12,49 44 14.0 6.6 6.9 62 -
12,500~ 12,999 5.1 1.0 1.3 56 56.

. 13,000~ la,gg .51 1.7 116 82 6.6
13,500~ 13, 127 ¢ 40 10 50 9.9
14,000~ 14,49 158 33 i K] 4.0 117

, 14,500~ 14,99 « 136 2.3 750 29 9.7
15,000~ 15499 9.9 10 - 23 * 53 1.2

. 15,500~ 15,999 106 o .7 L1 6.9

. 16,000~ 16,999 22 1.0 J 19 1.9
17,000~ 18,999 14 S 3 24 1.2
Total %s . B3 101 100.1 1802 .
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employees. This is the general accept-
ance of the “preparation type” salary
schedule. Under this type of approach
school systems pay for:

1. Type of position: teacher, coun-
selor, principal

2, Amount of education: AB, MA,
Specialist, Ph.D. ,

3. Number of years of experience:
in the system, in another school
systemn

While there may be a large overlap

in the various schedules such that a
young new principal may have some
high degree “old timers” on his staff
who may get a bigger pay check for
classrooin teaching, in general we.can

say that the largest salary differentials

are-accorded in the order listed, above,

" . namely: position, degree status, expe-
“rience.

Benson pointed out the positional
differential in terms of lifetime earnings
in Minneanolis: "

For example, in Minneapolis, it was
found in - 1966-67 that the present value

of the lifetimé earnings of a teacher who
succeeded to a junior high principalship

after 10 years of teaching was $178.622.
while the present value of carnings of a
persom who remained in grl:’e classroom
while accumulating 30 schmester’ credit
hours after the Masters degree was only
$162,000. Relative to earnings for 40
years of teaching with a Bachelors de-
gree only, the extra pay was nearly twice
as great for the principal as for the well-
trained teacher: $35,394 as compared
with $18,794. [See Charles S. Benson and
Clifford P. Flooker, A Study of Salaries
Jor Professional Personnel ¢Minneapolis:
M]i27neapolis Public Schools; 1967), p.
8. :

For the. purposes of this study we
have examined the salary schedules of
a number of districts of varying size in
this country.-to find if there were a com-
mon thread of implicit policy ‘which

runs through the schedules and might -

illuminate the various values placed on
position, degree and experience. We

use this as an illustration and not ; N
claim as being representative of the o%

eration of the system as a whole—if
such were.even possible! :

of varying size'in different parts of the
country we found that paymenis above

* Over 100,000 pupils:

New York City, Baltimore, Los-Angeles, Chicago .

From this analysis of 16 districts* -

50,000-99,999 pupils:  Porgland, Ore.; Denver, Colb.; Buffalo, N.Y.; Austin, Texas ° .
25,000-49,999 pupils:  San Jose, Calif.; Jersey City, NuJ.; Youngstown, O.; St. Landry Parish, La.
12,000-24,999 pupils:  Visalia, Calif.; Boise, Idaho: Duluth, Minn.; Buncombe Co.,N.C. -
” Table2s .
;- Wiishigant Dogres Status and ?uy—
EA ’ ‘ b
’ lz-'n .
Salery . News®  Rasheler .  Master  Specialiet  Desler Total
Under $13,000 C g g .
% 5.7 13.0 49 168
- N 127 241 4 i mn
$13,000-$14,750
% 241 21.2 98 20 207
Loy N 5 393 8 1 458
$14,751-$16,250 .
4 99 215 232 18 " 2.0
23 ki) 19 4 43
$16,251-$18,000 .
o 103. 256 - 293 34 4.2
N . - u 473 2% 16 537
Over $18,000 ° \
. % . ® 09 18,7 29 ° 588 183 ‘
2 us 27 30 405
Total . o m 1060 ® )| 2
Peroont . 18 A5 1 23 1L
Chisquare Statistic = 378,895 with 16 degrees of freadom (Significant at the 0.000 level) ~
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‘ ﬁwe arrived at the following:
' Estunme Four: School systef
‘ approxnmately $750 per year di
tial to teachers for the Masters degree. -

’
‘the basic salary schedules were in-
creased on the average as follows: -

Percent of
N Increase
1. Position (the
4 -priucipalship) 65
2. Unit of Education
(Mastérs) "10-11
3. Years of experience |  4-6

Since the increment for the prineipal-
>ship ‘was adjusted in eath instance tp
the length of, service during the year
(most pringipals work more cays.than
teachers) and the principals’ salaries
véere also compared to tegchers’ sched-
ules at the Masters degree and five

© years expenence level (the general en-

try peint for the pnncnpalshnp), we teel
that this estiniate 1s in the ball park.
The range of position payment differ-
ence is 40-120 percent with the average
65 percent. On the basis of tfiese data

pay
eren-

Estimate Five: School sysiems pay
approximately $5,800 per year for the
position of principal over and above

§

L]

Actual Salaries Paf;i in Michigan

To examine if the degree level and
expenence factors are in fact reflected

in principal salary' payments, we com- -~

piled four contingency tables to sh
the relationship between salary rees
and experience at the elementary and
secondary prmcnpalshlp levels in
Michigarn).

The tables below show conclusively
that the largest propcrtions of the low-
est falaried principals, under $13,000,
(54.y % elementary, 60.5% secondary)
are in the Bachelors degree categories
and the highest proportion of the high-
est salaried principals, $18,000 plus,
are in the Doctorate category (58.4%
elementary, 75.0% secondary.) -

Salary levels are also related to the
years of experience. Those with ‘less
experience are more likely to be in the
lower ranges of the salary scale than
_those ,whohavegnvcn nrore time to the
“systern. Tables 28 and 9 document .
this fact. For the elemenary principals
58.6 percent of those with 0-4 years of
experfence make under $1? "0 while
ohly 7. 9-percentpf those witi, : .ore than
39 years of experience get this salary.
Twenty-seven percent-of those at this”

that for a teacher. | level of expénence are in fact making
4 n = .
: ‘ Table 27 .
Dogree Status and Salary
. 1968-170
Salary Nore lulnllr Mastor Spoolallﬂ " Doster” Tetal
Under $13,000 .
: = 7 60.5 10.1 18 11.5
N % 96 I 123
$13,000-$14,750 N v
%3 186 ° 186 1.1 42 17.7
N e 8 in L I 1 190
$14.751-$16,250 , .
2 53 - 168 16.1 42 163
N 4 161 9 1 175
$16,251-318,000 T . Co
- 7 s 9.3 . 207 - 268 16.7 2057
N ¢, g 15 4 220
Over $18,000 ) LT
% 23 33.6 48.2 15.0 U.0
1 312 21 18 365
Totsl - Q. ® % o ws -
Poront - « A 05 62 22 100.0
Chisquare Statistic = 140.947 with 16 degrees of freadom (Significant at the 0.000\evel) .
s .
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over $18,000.

, The same situation is true for the
secondary principals which can be seen
by examining Table 29. Those in the
0\4 years of experience category make
up 59.1 percent of those earning less
than $13,000 per year while those who *
have gwen over 39 yeats to the system

‘have only. 14.3 percent of their ranks

earning this amount. In fact, 60.7 per-
cent of those with more than 39 years
of experience a¥e salaried over $18,000.

Summary of Present Estimates _

- Because the data come from a vari-
ety of sources they can be quite differ-
en(, as we have indicated in the dis-
cussion of each variable. The reader
could be quite cofrect in challenging
the assumpuons and developing his

own estimates for a particular situa-

tion. (State, higher education institu-
tions, or type of student group)

i1
3

[ s

wmmmmmm-n

$16,251-§18,000

(4

o N
Over $18,000 =

9 1. 268 263
3 122 131
-

4
6
4
L7 28 92 2
58

" 4 3 &
Totl . B8 34 A% 4w
: .28 us 08 25

Salary | TO04 59 1014 15-19 20-24 2629 30-34 353 39 Tetal
Unde’r $13,000
7 . 586 352 167 98 119 100 67 14 79 168
34 76 49 28 2 12 15 9
$13,000-$14,750
R4 259 330 237 189 M0 160 123 189 167 207
“aN A5 107 108 94 33 35 2 25 19 458
$14,751-$16,250 .
% 69 129 237 21 20 192 201 187 105 200
. . 58 108 N0 & A 36 26 12 43

Chisquare statistic = 441.712 with 32 degrees of freedom (Significant at the 0,000 level)

264 292 a4 65 N1 CH2
62 64 4 ¥ a3 53

211 256 335 205 212 18.3
65 5 60 a 31 405

2% 29 1M 1R 14 226
106 9.9 L. 1 &1  100.0

.

' Tabe 23
- Exporionss and Salary Mishigan Sessndary Prineipels 1968-70

Salary 04 59 1014 1518 2024 2629 WU BB Totad
Ugder $13,000
P4 591 315 10.5 6.2 52 4.0 53 1.1 143 115
N 13 45 4 19 8 3 4 3 4 123
$13,000-$14,750, -
7 91 9 41 ‘167 13.0 43 2.6 9.5 7.1 17.7
2.4 55 51 2 7 2 4 2 1%
$14, 7511316,250 ‘
91 182 Al 187 . 130 ~ 83 105 - 48 36 163
2 26 55 5 . 2 4 & 2 1 175
816,251-818000 . & . v
91 105 197 262 240 240 158 167 43 + 205
2 15 45, 80 37 18 12 7 4 220
Over $18,000 ' ‘ ¢
zo 13.6 70 215 321 M8 5.3 658 619 607 U0
) 3,010 45 98 6 Ay 0 % 1 35
“Totl 2 .14 w»w K B oW e s wn
Poroent 21 133 H2 /A 14 14 kA 1 8 1008

Chisquare Statistic = 297.068 with 32 degrees of freedom (Significant at the 0.000 level)
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’ipaymg,a d:ffe:;nnalvef $750°"-

1. The costs of edtﬁcatxon———Masters

degrée Lo
a, To the hnghef educatiomr——
institution ./. . .’. . . $1,800
. ($3,000—$1,200 paid
. ' in tuition)!
b Tothestudent ..... . 2,000

$3,800
| 2. The costs to the school system
a. Teacher salary differesitial

. for a.-Masters degree .
anneally), . . .. ... $ 750
b. Princ‘ipal-salarykdifferemial
" for pqsition .
(aﬂnually) ch e $5 8()()~

Putting this on an ammal natnonal
‘basis— . . \
The present 1 numbers-of ;.-

Masters in education produced .

is at 80 000 persons. Therefore, Ce

instifutions are spen :

80,000;%:$1,800 314%009600

Inﬁf’dﬁals are spendmg to
et the dégree

‘ 8;),000 x -$2 000) 160,000 000

5304 ﬂOO 990

School swtewmmnﬁy R

q institutional contribution of $1,800?

We don’t know but feel there is con-
siderable subvention of higher educa-
tion data that has yet to come to light.’
b. To the individual: What about
foregone income? If individuals take off
two semesters to do full-time. study,

of a year’s salary which @ $10,000 per

think that the great majority of students
in education get the Masters degree
while holding a full-time job and there-

timate.
c. To the school systeii: The-NEA
reports that the average salary dif-

| ferential for the Mastersdegree on sal-

ary schedules has nearly doubled in
dollar amourts between 1962-3 and
1969-70, from $348 to $675.9 How-
ever, the larger cities pay considerably
more for the attainment of the M.A.
New York City pays $1,500. -Since

-{ there afe many more teachers in the

larger systems, we feel our $750 es-
timate to be'tenable. In actual practice,
the salaries paid to teachers averaged
$9,218 while that paid principals was
$15,126 for 1970-71 according to NEA

K «"';‘ - estimates. This difference of $5,908 is

-} slightly higher than our estimate- of

izt

$5,800.9¢
However, two questions come - to

4 mind with regard to these data.
! With the lack of evidence that a

J0] Masters degree teacher performs better

in the classroom, js the system wise in
spending almost 850 million dollars for

be directed toward some reward system

t o related to pupil growth?

The major costs upon Wthh we
have made decisions are:

a. To the higher education institu-
tion: Many institutions’ programs at
the Masters degree in education level
are self supporting from tuition and
fees. Are we proper in Rohsidering an

2. Since the public schools are pay-
ing a'differential of over 400 million
dollars for the principalship position,
why is so little attention being paid by
the federal government to this key slot?
Only about $4 million out of over 5 bil-
lion°is directed toward upgradmg ad-
ministrators, none of which is pointed
directly toward the principal.

55
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doesn’t the ifividual contribute %5rd-

year could approximate $6,700? We

this degree alone or could these funds

| fore did not include this in our cost es- .
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I A Plan for
1 Principal .

Improvem_ent

Gifted man or woman power, it
seems, does not automatically result
from the completion of prescribed
courses in education. Many Americans
have made important contributions to
education without benefit of the Doc-
torate. Among them are two former
U. S. Commissioners of Education,
Francis Keppel and Haroid Howe.
Some outstanding leaders have come
from quite different disciplines. James
B. Conant was a physicist beforec he
became president of Harvard. Horace
Mann was trained at law. It is all very
well to say that we need extraordmary
men and women to fill positions of edu-

cational* leadershlp But ' where are -

they? As has been stated by a number
of people, “American education, un-
fortunately, has no surplus of able, en-
lightened, creative, knowledgeable,
effective leaders.”

In our opinion we must make the
best use of what we have, both in terms

56

of the system itself and the people who
command it. We do not favor' making
major structural changes in the locally-
based system. The system we have cor-
responds to our deepest instincts as
people. There would be no advantage
to turning the whole thing over to the
federal government. What can be done?

Just as the principal’s role and per-
forntance need to be examined in the
context of the social system in which
he works to arrive at an understanding
of the influences of social forces and
pressures on him, a training program
needs to draw attention to forces ex-

* ternal to the school.

School administrators have been
thrown, somewhat against their own

- inclinations and desire for order and
Symmetry, into the center of all the is-

sues and pressures of American society.
Some are finding the pressures unbear-
able and are quitting the field of educa-
tion altogether. Several problems can

PR R
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force them out: actual attacks, teacher,
strikes and negotiation, the caliber of
superintendents and school board mem-
bers, inadequate financing, student un-
rest and general social-cultural ferment.
Because of the inflexibility of grad-
uate programs to change Doctorate de-
gree reqmrements several attempts to
provide training and development op-
portunities without a degree have been
started. One, the Washington Intern-
ships in Education, has been in opera-
tion for six years with about one hun-
dred persons completing its one year
program. The goal of the progam isto
provide a national perspecuve for about
twenty persons a year and is not ceri-
cerned about where the interns decide
to take positions after their internship.

It is believed that they will choose as-'
© signments where they feel they can

make- maximum use of their learninys
and thus contribute to education in

its broadest sense. It is interesting to-

A

note that education’s largest employer,
the public elementary and secondary
schools, has attracted only eight of
these people. Further, only one of these
eight has not already received or-is in
the process of earning a Doctorate

through some higher education institu-

tion.

The Office of Education has just
started the National Program for Edu-
cational Leadershxp involving seven
institutions and agencies to attract per-
sons from other fields (theology, law,
engineering . . .) into education and
provide experiences and training for
them to enter the field of education in

leadership roles. (No degree is granted -

and presenﬂy only 35 persons are in-
volved.) .

It seems ev:dent that a training chhs
on the key persons in charge of the in-

dividual school—the principal-—can .

result in a direct improvement of the
school. This training must be of a new

57
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type which would take the principz! out
of his immediate environment and ex-
pose him to national problems and
processes, training that would give him
diversity of exXperience and knowledge
to bring back to his leadership of the
school and community. Many studies
have pointed out the effectivencss of
those with-a more cosmopolitan orienta-
tion:

e more innovative principals se-
cured their information about curricu-
lar inngvations from more cosmopolite
sources than did less innovative prin-
cipalst00

e successful principals are more
mobile—Iless are employed in the area

where they were reared!0! .

o the highly innovative principals
had more participation in conventions
and 59 percent of them said they had
travelled outside their districts for pro-
fessional reasons (vs. 38 percent na-
tional average)'® " ‘ .

e clementary principals in develop-
ing programs to meet the needs of local
schools must be prepared to cope with
environmental changes - of “a “society

- with a strong social purpose. 102

We concur -with many ideas ex-

pressed in a recent article, “A New Kind

of Principal,” by Willard Wayson when
he stated concerning training: -

Training:-Look for knowledge rather
than credentials. Valué breadth of educa-
tional experience in a variety of settings
and fields. Training in education is not
necessary and may 2ven be detrimental to
?,roblem solving in today’s schools. Look
or knowledge of sociology, political sci-

ence, community organization, innovative -

educational pyocesses, organizational
change processes, or related fields. Look
for knowledge of social problems and a
willingness to hypothesize their causes,
but distrust answers that imply that causes
are not often separated in time and dis-
tance from effects. Reiiec( answers that
imply that social problems are just too
complex 10 be resolved. Seek evidence of
intensive knowledge of organizations and
how they function. The candidate should
know about the usefulness of organiza-
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tions for attaining goals, the relationship
between organizations and society, the
influence of organizations on people, with
particular knowledge about the pathology
of bureaucracies (not to denounce bureauc-
racies but to prevent their ill-effects). The
candidate should also have knowledge of
educational goals and should know how to
locate and use resources and expertise to
help develop a school that can attain those
goals. He should show that he knows that
the usual simple statement of goals is of
[ittle value in either organizing or evaluat-
ing agchool. .

ese criteria call for a different kind
ofperson to fill the principalship. Qur
world demands educationa! reform, and
reform necessitates change. Despite wide-
spread attempts to do so, one cannet pos-
sibly change without changing.” Changing
the product of an organization requires
changing what people do. What the ad-
winistrator does always affects what peo-
ple do and what they produce: thus, chang-
ing the principalship seems imperative for
improving education. Consequently, the
recruiting or the training of principals who
function differently should be a major
priority of educational reform. These
principals will have different experience,
different training, different attitudes, dif-
ferent loyalties, and different functions.
The new principals, wherever we can find
them, are the best source of information
about just what those differences might
be. America can jli-afford to ignore their
contributions or permjt their demise as
long as the school system is supported as
an influential and powerfu. social institu-
tion. Even if its present formal structure
should. decline in importance, education
as a social process cannot be eliminated,
and it will reappear in some .new organi-
zational forms. From all indications, these
new forms will depend on competent lead-
ers who have the, skills and who perform
the role exhibited by the new principal,104

" Our goal is to give.a large number of
our presert principals “different expe-
rience, different training, different loy-

-alties, and different fun/ctions.”

‘Proposal for a Three-Phased
Action Program

How Would we do this?
We propose a refocused three-phased
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action-oriented program that would

deal directly with the reform of the ex-
isting system in a training and develop- -

ment capacity and that would concern
itself solely with public school prin-

" Jipals and assistant principals. Such a

program must deal with the following
areas: (a) questions that should be in-
vestigated; (b) method of impleminta-
tion of reforms;, (c) orgamzational
structure and operations of the pro-

‘ gram, and (d) COSts.

\

‘A. The Qnesuons—-
About Leadership Personnel

e The need for teacher trammg has
long been recognized and is met with
the allocation of a great deal of nation-
al effort i’ money and programs. Is the
training of school administrators as
important as that of teachers? Should a
national program consider the public
school principal and his development?

e While American education has
attempted in the last twenty years to de-
fine teaching, have we tried to deter-
mine what a good principal does and
how to enhafce his effectiveness?

o Will the continued lack of interest
in the importance of the principal result
in further decline in the profession? Is
some focus required to recruit better
personnel and ensure high quality pro-
grams for training?

o Can we identify a process that will
further support a principal beyond his
training period?

About the School System e

e While there are many good prin-
cipals in our public schools today, is
their excellence in spite of or because
of the system? Could a program of lead-
ership development for those people
who.are diregtly in charge of the schools
have a new impact on the system?

o Is there a way of upgrading the
existing system without psychologically
downgrading those presently serviig it?

» Can a program be devised which

-

will enlist the support of the system to

the advantage of the individual partici-
pant and his school during and after hls
participation? N

o Through what type of individual

can gains to the system be maximized?

e What procedure can -assure that

gains in personal development for those
holding leadership positions will dquct-
Iy benefit the system and not result in
‘their exodus from it?

B. Method of Implementation, = .

Begcause of the scope of the proposed
project its specific 1mp1ementanon can-
not be described in this proposat in de-
tail. In outline form, however, it would
perform the following tasks, all de-
signed to enhance the overall under-
standing and ability of American pubhc
school principals:

1. This project, national in scope,
would provide 1,000 principals or as-
sistant principals per year with an op-
portunityfor a full year’s training. (The
1,000 selected from the under 35 age
pool which presently numbers around
13,000). .

2. The project wnuld operate for five
years* s0.as to provide an opportunity
for 5,000 of the present 13,000 under
35 age pool.** (We expect that this
age group will increase as the program
becomes known to districts and individ-
uals. Thus, if eight percent of the
88,000 principals and assistant prin-
cipals leave each year—retirement, etc.
~—a larger proportion will gradually
enter from the below 35 age group as
repficements.) ... .

3. The’ trammg program would

focus' on ‘task  completion ventures -

which lend themselves to mtabhshmg

* Five years is the usual’maximum life
potential of any special federal program. How-
cver, at the end of five years one’in eighteen of
the total principals serving American public
educatlon will have directly participated.

** Some adjustments to this age limit of 35
may be reqmred in urban areas to “jowest ten
percent in age.”
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performance criteria for decision-mak-
ing and other leadership actions.

4. The training program and the
selection of participants would utili
those elements inside and outside th
existing system most capable and re-
ceptive to the goals of the program and
the effectiveness of the individuals in-
volved during and after participation. .

(Complete dependence on univer-
sity resources is one’' of the system’s
presént weaknesses.)*

5. Each participant would have ex- '

tensive qpportunity for self-growth, but

would also be fully aware of involve-.

ment in a national program and identi-
fication with the “cadre” of the future.
(A conscious use of the Hawthorhne ef-
fect worked in the Peace Corps.)

6. The program would carefully
utilize the scarc® talents available to
The training program'so as not to place
an overload on the time and skills that
individuals and institutions are willing
to provide. ,

7. External evaluation procedures
and vehicles form a part of the overall
plan. Such activities would be described
and programmed at the outset ta give
feedback for prog:am improvement as
well as assessment of total effect.

. 8. The principals—to ensure pro-
gram impact on local schools and dis-

trict release of participants—swould be’

required to serve their local school for

* at ]east two years after the completion -

of their program experience.
9. The overall program would pro-

. vide project support to principals for a’

year or two after their participation in
_ the program so as to the school
and the district of a residual share.in
the development effort.**

»

* See Newman,

Report on Higher Educa-

tion, Chapter 13, pp. 61-86 for their discussion

on new types of educational enterprises. .
** An effort will be made to enlist the largeiy

untapped resources of -local foundations in
these individual school projects—perhaps on
some kind of matching basis to stimulate par-
ticipation, 9 :
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The implementation of these activi-
ties could occur in three planned phases
adhering to the following schedules:

Phase I—Preliminary Activities

* (One Year:
September-August)

Phase II-—Developmental Activities
{One Year:
-September-August)

Phase III—Operations and Imple-

mentation .
(Five yearsy
September-August)

PHASE I: Preliminary Activities

This phase of the study would of ne-
cessity explore the ovérall feasibility of
the project and the advanced planning
of its operations and implementation.
All of the ideas and goals of this project
are merely hypotheses that must be ex-
ploréd. Such an investigation necessi-
tates consideration of the following:

Participation in the Project

¢ Can and will the organizations
listed (a foundation, the U. S. Office of
Education, a State Department of Edu-
cation, a consortia of public education
agencies, a suitable non-profit organi-
zation, the local school districts) coop-
erate in such a venture? .

o Are there others that should be in-
volved and in what manner?

e What relationships can be deg
veloped to'ensure their cooperation i
the project?

Resources for Training

e What resources are available or
must be acquired to operate the various
training and developmental stagés of
the project?

o After resources are identified what
will be their plafining needs?

Principal Receptivity )

e What is the receptivity for such a
program among the principals in. the
under 35 age group? o




e What recruitment processes must A regional office structure would be
be worked out? established based on the U. S. Office of
e What kind of program will have Education’s tenyregions, substituting
the most impact on the principals (in Washington for Philadelphia, but in-

their view)? . cluding Boston, New York, Atlanta,
) , i Chicago, Dallas, Kansas City, Denver,
Funding - San Francisco, and Seattle. The process

e What funding mechanisms must of selection of the 1,000 principals
be established to perpetuate,the pro- would begin in September. All such
gram? selections would be concluded in Feb-

e Can this project operate under ex- ruary. (Local district ‘contractural ar-
isting legislative and admmlstratlve reg- rangemesls inevitably require this cut-
ulatnons" . off date.) The training program ele-
oOr ganization ments wouldbe designed and developed

e . agencies under project
. « What kind of operational methods g e vigion Jsee ORGANIZATIONAL
shouid be devised to handle the prin- STR! J RE AND OPERATIONS).
cipals in the program? — Fifty group leaders would be selected,

e What organizational structire g o each by the ten regional associate

must be developed? directors. The staff would orient them
Personnel i "during June and July on the goals and
e What personnel should be seldtted ptocedures of the program.

. e In this year, all plans would be
to work in the training phases? readied for the actual training of the

e Should such personnel represent
. h principals and the |mplementatlon of
varidus segments of the education: Phase 111, Operatmns

community?

We estimate that the foregoing ac- o
tivities will demand about one year PMASEIIL: Operanons Phase

(September-August). A staff of four In September of year X, one thou- |
would seek the answers to the basic sand .principals would take part in a .

questions expressed and implied in this training and development program to

proposal, obtain the necessary approv- last from September to September with

als of the program concept by the vari- the month of August reserved for vaca-

ous participating agencies, and select tion.

program elements. and résources for Phase I1I would carry out two main

the Developmcntal Phase. Project pub-  goals:

licity announcements would be released First, since most principals are the

at the conclusion, if Phase I is success- products of local districts and local uni-

ful : L versities, the program would provide
experiences and learning opportunities

PHASE 1 Developmemal Acuvmes which would expose them to conditions -

The developmental phase of the pro- and thinking on national, regional, and

. gram would consist of one year of ac- state levels.

tivities in which all components of the Secondly, the dmgn of the programs
pr would be designed, identified, would provide a “décompression” se-

and procured. All such activities look quence. The principals would first ex-*

forward to actually implementing Phase - perience a highly structured design;
111 (operations) of the program the fol- . then one which emphasizes individual

lowing September. development; and finally a design.
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which stresses a single project commit-
ment. It is our feeling that 'the highly
circumscribed environment in which
principals presently operate would
. make it impossible for them to adjust
to a largely individualized program
such as Washington Internships in Ed-
N ucation provides. (However, the major
gain of the W.LE. approach psycholog-
ically appears to be an increased “toler-
ance for ambiguity”— not something
to be taken lightly in our increasingly
changing society!) Thus, we propose
to move the principals from security to
freedom—from training to develop-
ment. For that reason, insofar as pos-
sible, the various aspects of the pro-
-gram would culminate in a task per-
formance by each member—an actual
decision, a simulated choice, an anal-
ysis of alternatives . . .

Both .of these goals provide prob-

lems in setting up the program. How

, can-the program provide tl.~ principals
with wide exposure without “show and
tell” superficiality? How can it struc-
ture decompression without overload-
ing certain parts of the training system
at a given point in time?

We would include the following ex-
peri¢énces and/or substantive éxposures
in the program:* S

1. Technology and its- relationship
to society and education.-

2. Process and product in national
policy development. :

3, Implications of community or-
ganizations.

4. The role of state agencies in the
U- S. . » -

5. A multi-cultural vs. melting pot
society.

_» 6. Management theories and prac-
tices.

7. Evaluation and decision making,
. 8. The economics of society.

*Sec Appendix B for a general statement
as to how the proposed New England Regional
Office might provide the program focus on

. technology in its relationship to decision mak-
{ng in education. . ’
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9. Divergent educational views and
practices.

10. Esthetic and cultural expe-
riences.

Approximately 100 principals and
assistant principals would be in training
at tach of the ten regional centers in a
given month. During the ten-month
period each participant would receive
a month’s training and exposure at
each of the ten regions. Each center
would be operated by a regional co-
ordinator who would each be assisted
by five group leaders at a given time.

C. Organizational Structure
and Operations °

Thus far the Congress and the Of-
fice of Educatign have allocated funds
almost entirély to the universities to
operate training programs for educa-
tional personnel. However, the type of
program we envision will utilize a dif-
ferent set of institutions for the various
aspects of the project. While certain
universities may be involved, we do not
propose to grant them complete- con-
trol.

The institutions that we hope to in-
volve and the expected nature and
scope of their involvefhent follows:

1. A Foundation would: .
a. Support those feasibility and ex-
ploratory aspects- of the program
which will be necessary to gain the
support of the U. S. Office of Educa-
tion. :
b. Support the development of per-
formance criteria and its application
to program participants and to the
participants in general.
c. Support preliminary program de-
velopment activities. ’

d. Support external and process eval-

uation. ‘

e. Support certain conference ex-
penses and other activities not funded
by the Federal Government.

€«
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2. The U. S. Office’ of Education’

would:
a. Provide necessary program au-
thorizations and financial alloca-
tions.
b. Assist program announcements
and dissemination.
c. Appoirit a National Advnsory
Council on Educational Leadership
(leaders from all parts of the society).
d. Provide the necessary reporting
, and.auditing capabilities.
" e. Makeprogram opportunities avail-
able through regional offices and
State Superintendents of Public In-
struction. ‘

3. A State Department of Education

would: _

1 a. Receive federal funds for the pro-
gram. :
b. Arrange to pay salaries to the
school districts of selected principals
involved.

c. Sub-contract with a suitable non-

profit organization for program op-

eration.

d. Develop performance criteria.

.. e.Award an appropriate degre¢
based on program performance.

4. A Consortia of Public Education .

Agencies would:

“a. Aid in dissemination of program
objectives and create a pool of appli-
cants. )

b. Determine the final screening and
selection of candidates.

¢. With the assistance of its members
aid in programs relatmg to the vari-
ous states and regions.

5. A Suitable Non-Profit Organization
+ would:

a. Maintain a-contract with a State
Department of Education.

b. Administer all phases of the pro-
gram_ not specxﬁcally allocated to
other agencies.

6. Local School Districts would:

a. Assist in putblicizing programs.
b. Nominate and endorse pnncnpal
candidates. -
c. Release principals for a year.
d. Aid principals in project continua-,
tion and consummation on return to
district.
e. Assist in evaluation of program ef-

- fectiveness based ‘on pre and post
performance of participants.
f. Cooperate in the mdmdual school.
post-program pro;ect

D. Costs

The proposed program will cost less
than forty million dollars a year when
fully operattonal This sum, though
large, is less than one tenth of one per-
cent of the monies now spent on the
public schools and would amount to
about one and a half percent;bf the
total federal public’ elementary and
secondary educational expenditures.

After only five years of oOperation
the program will make a direct, a
marked, and a positive contribution o -
the effectiveness of one of every '18
principals and schools in the nation.

Our present cost estimate of a fully
operational program would be approxi-
mately $33 miilion per year. About

two thirds of this amount will be salary
reimbuffements to the districts and per
diems Yor the pnncnpals while they are
pamcnpatmg in‘ the program. The re-
maining amount will be in training
costs, travel, and operational expenses.
Obviously, this aspect of the overall
budget needs to be developed at some
future date.

Preparation for the operational year
will include the costs of the Preliminary
Phase I at $213,000 and of«the De-
velopment Phase II at $1,695,000. -

Is this cost too high for the’ repair of
a faltering system through seizing the
principal opportunity that we see as
eminently graspable"

We think it is reasonable.
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Appendices
‘ " - Appendix 1'\ )
Mobility of Doctorates (Educational Administration/Supervision)
as Compared to All Doctorates

The most educationally mobile in the field of educational leadership are those attain-
ing the doctorate. They comprise about two percent of the | 50,000 people who fall into
the category of “leaders” in education. They are three percent of the-pringjpals, 15 per-
cent of the superintendents. The payoffs in terms of promotions, salaries and prestige
reward those attaining the doctorate. The stimulation has been such that the number of
doctorates awarded in education has grown rapidly and in 1970 outnumbered doc-
torates 1n all other fields. Since educators in leadership positions tend to take the doc-
torate in educational administration and supervision, a look at the geographic mobility’
patterns of these people—the most highly credentialed in the field—in comparison with
the other doctorates can give us some ideas about their careers.

From the data bank on doctorates at the National Academy of Sciences we have been
able to develop exact information on the geographic mobility of those who achieved
the doctorate in educational administration and supervision from 1961=70. The follow-
ing table derived from these data based on individual questionnaires shows thé per-
centages of doctorates’during the period, 1961-70 who remained in the same State at
the following career transitons: ‘

e State of high school to State of baccalaureate institution

o State of high school to State of doctorate institution

e State of high school to State of post-doctoral employment

e State of baccalaureate to State of doctqra}e institution *

o State of baccalaureate to State of post-doctoral job

e ‘State of doctoral institution to State of post-doctoral job

All doctorate recipients in the U. S." (excepting foreign students), ‘numbering
109,071 doctorate degrees of which 8,521* were in educational administration and
supervision, are included in this ‘study. It is obvious after a brief look at this table
that those having attained doctorates in educational administration and supervision
are much more likely to remain in the same State at each of these'career transitions
than are those taking doctorates in other fields. The first career move measured
from State of high school to State of bachelors reveals that both groups are consider-
ably less mobile at this stage than they later become. But even at this first career move,
the educational administration/supervision doctorates were more likely to remain in
the same State (10 perdent more did) than the others. Bt

The transition from State of high-schgol to State of doctorate reveals that a greater
proportion of the doctorates, excepting those in educatiorial administration and super-
vision, go to a differerit State for the doctermg than the State where they received their
high school education. Only 31 percent were in the same State for doctoral study as for
high school; whereas, 53 percent of the educational administration and supervision doc-
toratés had both their high school ‘and doctoral work in the same State. In fact, the

same proportion of educational administration and supervision doctorates—53 per- i

cent—were found to have their first job, following the doctorate in the same Stat: as
they had achieved their high school ~ducation, while only 26 percnt of all other doc-
torates combined fell into this pattern. ,

* There is no a&reemem on the numbers of doctorates awarded-annually. The National Acad-

emy of Sciences' figures which are collected from individuals tend to be higher thar. the U. 8. Of-

fice of Education’s which ar¢.supplied by the higher education institutions.
»
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Looking at the geographie carcer movements from bachelors degree to doctorate and
1o job, again the educational administration and supervision doctorates lead the other
doctorates in the proportion who are in the same State at each transition. Fifty-five per-
cent remained fn the same State where they received their bachelors to do the doctorate
compared to 35 percent of all other doctorates who remained in the same State during
this trafisition period. The same percentage—~55—applies to doctorates in education-
al admnistration/supervision when comparing State of bachelors to State of first job
following the doctorate. This figure'compares to 29 percent for all the other doctorates
who remained in the same State as their bachelors institution for their first job.

From the doctoral degree to first job, 61 percent of the educational administration/
supervision doctorates remained’in the same‘State while only 35 percent of-3ll the
other doctorates did so. The g=ographic mobility of the educational administration and
supervision doctorates is thus considerably less than it is for doctorates in other fields.
From the earliest to the lajest career moves recorded—State of high school to State of
first post doctoral job—the other doctorates have twice as much geographic mobility.
It ‘would appear .that the cducators are more local in comparison to their fellow
doctorates. . . .
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. A General Statement Concerning the Proposed
§ " New England Regional Office

Allan B. Ellis
Direcior
Center for Educational Software Development
New England School Development Co‘ungjl;
55 Chapel Street
Newton, Massachusetts 02160

The program of the regional office to be established in Boston will focus on tech-
nclogy. Specifically the central concern of-the program will be with technology in its
relationship to-decision-making in education. While we will cover with each group
of participants most if not all of the broad range of issutcs and concerns suggested by
this them%fin two respects the focus will be narrowed. In each respect the narrowing
stems front;the way we propose to use the word ‘technology’ and the term ‘decision-
making,’ but as you will see, there is no reason to expect that the consequence of such
usage will hamper the participants' study of the central theme.

Technology

We narrow the folus of the program first by taking the word ‘technology’ to mean .

general purpose electronic digital computers. Because technology embraces machines
in general, it may seem unwarranted that we rastrict ourselves to one particular ma-
chine, and yet because of what machines are, we gain rather than losé by concentrating
on computing machires. Machines execute procedures, and each machine is the em-
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’ bodiment of the procedure it exccutes: Conversely, a well-formed statement of a proce-
+ dure describes the machine needéd to carry out'that procedure and, therefore, there is
an intmate relationship between procgderessand the machines that execute them. For

this reason. thinking about technoleg§ means thinking about procedure. -
When'we substitute the computer for the apparently more general notion, technology.,
our ability to generalize is not damaged because a computer is a device whose job is fo
i accept descriptions of qther machines and to imitate the behavior of those machines.
This description—the computer program—is at the same time an explicit statement of
a procedure and the “btueprint™ of the machine needed to carry it out, and therefore.
whether or not we can get a computer to execute a given procedure depends primarily
- upqgn how well we understand the components of that procedure, ‘and how imaginative
we are in conceiving procedures in terms of the basic elements of which they are com-
-prised. Centering our attention on a computer, therefore, has the advantage that we de-
pict a machine in terms of such procedural statements and thus maintain a clearer at-
‘titude about the relation between machines and procedures specifically and, in the end,

« - about technology in general.! - - ’ .
Naturally, concentration on computers will not excludg consideration of aspects of
certain other technologies—cable television, for instance—but even here the focus will
b¢ upon the implications held by the wedding of these other technologies with the in-
formation processing capacities of computers. .

.
~

Decisivh- Making » . N

< The second way we narrow the theme of the Jproposed program is to restrict our con-
cern for decision-making to the process of deciding about educational programs. The
intention here is to examine both the principal’s role and the procedures available to
him in the decision p'rocess relating to such aspects of his school’s educational pro-
grams as assessment of needs, formulation of objectives and prioritics, selection of pr¢
grams, program management, and the analysis of outcomes.?

Now this sestriction'is not a device to exclude other areas of decision-making in
schouls—for instance, those which on their face might appear to be purely “adminis-
trative” decisions—but rather a device to focus our attention on the extent to which
such decisions esventually’ relate’ to or otherwise affect the school's educational pro-
gram. Thus decicions in such areas as facilities planning, resource utilization, budget-
ing, and organization and management will be included and will be viewed with respect

: to their impact upon the seemingly more program-directed decisions. *

v

Program Structure

The program to be offered by the 'l'Bost;m regional officg will be structured with re-

spect to the general orientation presented in the two previous sections. Underlying the
structure is the notion that to speak about technology and decision-making is to speak
of neither technology nor decision-making separately. Instead it is to speak principally
of the extent to which thiy impinge upon each other and the implications of this im-

! That technology is as much procedure as it is ma;hir;;ry is not a new idea. Consider, for in-
stance, the definition proposed by the Presidential Commission on Instructional Technology:

{Instructional techhology] is a systematic way of designing, carrying out, and evaluating the
total process of learning and teaching in terms of specific objectives, based on research in human
4 learning and communiication, and employing a combination of human and nonhuman resources
‘ to bring about more effective instruction. . . . This approach holds the key to the contribution tech-
- "+ . nology can make to the advancement of education. | :

Committeg on Education and Labor, “To Improve Learning.‘l A Report to The President and
) Th!egCongress of The United S.ates, U. §. Government Printing Office, Washington, D.C., 1970,
- ¥4 p‘ ), .

2 One example of how such decisions may be more generally characterized is that due to Stuf-
flebeam which identifies the following four t);r&s‘ of decisions: planning decisions.'structuring de-
eci :

i cisions, implementing decisions, and recycling sions.
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pingement upon the work of the schoolman. In a sense, therefore. it is the “and” that is
. to be the topic of conversation and study.
- . More concretely, the structure of the proposed program has three” major com-
| ponents, each of which centers on an aspect of the relation between technology and edu-
cational decisions.
. Decisions due to technology. Because society is the context within which schools
- function—being as they are institutions of socicty—the goals of the schools come
. sooner or later to be affected by the trends, the concerns, and the prevailing forces in
} socicty. Consequently one important problem facing schoolmen today is posed by the
question: “How does the presence of technology (computers) in society change what
. ought to happen in schools?” Put as an assertion, as society is altered by the presence
. of computers, education as preparation for life in sociéty must reexamine and refashion
its goals. Notice that this cffect does not depend at all on whether or not schvols use
. computers or have them on their premises. , :
. - The importance of this issue is suggested by the fact that many people have come to
. ‘ conjecture about the specifics of the influence upon educational goals exerted by the
mere presence of computers in society. Among them one of the earliest thinkers to con-
sider these effects is Donald Michael, who opens an article on the subject by stating,
“Cybernation has an impact on the social context, and hence on the goals of educa- ¢ |
tion.” Later in this article he offers some specifics: Lo

- - ‘ {
Beeause cybernation will-radically change the work-force composition and the pur- .
pose of work, education not only must assume the task of altering its goals and its tech- -
niques for dealing with work but also it must develop a radically different capability to .
educate for leisure. To the extent to which cybernation provides more productivity, it 5
: provides the opportunity for more leisure.*

What schoolmen must do. then, is “invent leisure roles, and then invent educative
means for inculcating them in both the younger and the older people who will compose ..
most of the working population.” But, if leisure time is to be self-fulfilling, as Michael, 1
contends it must, then the schools have to find ways of helping students to develop the
technique for the “cultivation of self.” .

While such critics of Michael’s position as Charles Silberman argue with his con-
clusions, few people would deny the premise from which he starts. In our prpposed
program we will not defend Michael’s position, ard it is prescnted here to serve as an
! . example only, Our'concern will be to consider the positions taken by various authori-
ties with respect to the effects upon educational goals of the presente of technology in
society and to grapple with the practical and immediate consequences of these positions. -

Decisions.about technology. In no way is it controversial to assert that for some time - <,
computers have played a useful role in educatith, The compilation of school statistics, .
the scheduling of classes and the assignment-of students, the production of pupil re- '
port cards, the scoring and norming of tests, the creation and updating of pupil cumula- . v
tive records, and thé maintenance of teacher personnel files are just some of the admin-
istrative chores being accomplished by computers.-Mc zover, such-administrative ap-
plications of the computér have been joined, in recent years, by potentially even more .
useful applications in instruction and gvfidance. Increasingly students leave high school
not only having heard of computers but, as well, being able to write computer programs
to solve problems in mathématics or science, and no longer is it oracular to speak of
computer-based college finding systems for use by students and their guidance coun-
. ‘ selors. Even when you discount the more ambitious, experjimental-—and sometimes

A e
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7 poorly, conceived—applications such as ‘computer assisted instruction,” “computer i
! managed instruction,’ ‘school managgment information systemsf’ and ‘programming s
. s - " " . R H
f 3 Donald Michael. “Cybernation and Changing Goals in Education.” In Donald Bushnell, Dwight * I oy
. i /!\9ll6e7n, agd Sara Mitter, The Computer in dmerican Education, John Wiley & Sons, New York, ce *n
: WP 3 " ) ) ! :
o 4 Ibid., p. 8. ‘ . LA 5 :
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planning, budgeting systems,” still the computer’s role in education remains and con-
tinues to expand. )

Yet with all of this, rarely has the schoolman thought of the computer as an educa-
tional facility comparable to his library, his television sets, and his language laboratory.
Until recently schools lacked both the money and the competence to use the computer,
and as a result, it has been such a scarce commodity on school campuses that to view it
as an educational facility would have been irrelevant. No longer is this view irrelevant.
Indeed certain recent events now make it essential that- schoolmen begin to grapple
with the problems and issues associated with the establishment of a computer facility
within their schools. :

Paramount-among these recent events are the substantial decrease in the cost of small
computer hardware coupled with the increase in community resistance to mounting ex-
penditures for outside data processing services. Throughout the country, school systems
have been receiving data processing services forsome time, and they- have considered
the costs to be relatively smajl when compared to what it would have cost to do the job
themselves. But the advent of the small computer has changed this picture. leading
school boards and administrators to consider buying or leasirig computers directly and
doing their own data processing. A recent survey'of New England'school districts in-
dicates that twenty-five percent of them spend between 20 and 100 thousand dollars a
year on computing activities—excluding personnel costs—and fifty percent of them
have yearly expenditures for computing greater than $10,000. It used to be that this
was the range of the monthly expenditure required to rent a computer. Now, however,
these schools find that computers are available within their budgets and, thus, for a fair
number of schoot systems it has become quite reasonable to think of obtaining their
own computer hardware.

But, naturally, the more reasonable it becomes for schodls to establish computer
facilities on their premises, the more crucial it is that schoolmen avoid the pitfalls as-
sociated a) with the evaluation and selection of hardware and software, and b) with the
application of computer hardware and software within their educational programs. Be-
cause these two decision areas carry with them so many issucs, so many options, and
so many implications, often the schoolman is inadequately equipped to perform an
adequate assessment. Yet the consequences of the wrong decision can be much worse
than those of no decision at all. In light of the imminence of the creation of computer
facilities in schools and the extent of the problems to face school administrators as a
rédult, the proposed program will examine systematically the two general aspects of a
school’s decisions abopt computers. ’ )

Whether the concern is for the aspect of selection or of use of computers in schools,
many difficyt fssues confrortt the sc¢hool administrator as he‘attempts to assess mean-
ingful alternatives to his present practice. For instance, one reasonable alternative states
that were a school to tgke over from a service bureau the chores of its own datd process-
ing, the money saved would-allow the school to broaden its use of the computer or ex-
tend it into other areas. But what about the headaches of administering its own com-
puting center? op the frustrations of ‘down-time’ so characteristic of computers? or the
heavy burdens of local software development? or the opportunity costs? or the distrac-
tions from other, worthwhile educational innovations in the school? Perhaps these are
the true costs of such a reasonabl¢ alternative, and perhaps they become too great a
price to pay. To find out, the school must carefully examine these questions.

Then there is the problem of st,ident access to the computer. Should it be m barch .

-mode, allowing large numbers of stydents, faculty, and staff to use the computer in their
work? or should we acquire a time-shared computer, thereby limiting the users, yet in-
creasing the opportunity for immediatg turn-around, on-line debugging, and the use of
interpretive computer languages? Are there educational reasons for the choice? Then,
whatever the choice, how will administrative and instruction demands compete for

computer time? What rules do we use to deal with conflicting demands? Is one com-
l . . .
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puter going to be enough? As you can see, this matter-of scllllng on a computer facility
well suited to the needs of a school is, at best, complex and often nvystifying to the
schoolman.
He cannot avoid these issues, however. Whatever the dlfﬁcultles in these and other
problems as those associated with training teachers to use computers or developing
curricula and materials for instruction, he must face them, and it is our intention to
provide the participants the opporlunlty ‘and the setting with which to face these issues.
3 . Our concern will be with both lhc issues themselves and the procedures for addressing : 3
: them.
Decisions with technology. ldcally, information is-the link between computers and
decisions abaut educational programs in that information is the output of one and the
" input of the other. One role of the computer in‘education, therefore, is as a tool for ed- ‘
. ' ucational decision-making, Indeed, this role is potentially the most significant one com-
puters can play in education since, with computers properly used, the quallty of in-
formation readily available to schoolmen is substantially greater than is otherwise
feasible. Because of this potential much of our effort will center on the computer as a
device for the enhancement af educational decisions.
At present, such an application of computers in education is difficult to find, al- . -
though the business community has long relied upon computers as a valuable tool in
: decision-making. Thus drawing heavily upon the experience of business, and utilizing
) specially-prepared, on-line comppter systems tailored to educational program decisions,
s the proposed /program will deal fvith the procedures and techniques of data access and |
- : analysns mage possnble by the [computer. The part:cnpams will gain first-hand expe- -
rience not gnly in program daka assessment but also in such areas as computer-sup- s
ported bydgeting, resource assessment, planning, projecting, and to whatever extent
reasonable, models can be constructed relating the school’s input to student output.
o The corcsm here will be not only wvith the theory of information processing as a com-
. ' poncm,of decision-making about educational programs, but as well, with “hands-on"
expcrnqncc and practice. Among the various computer programs to be made available
: to participents are ones relating to simulated budgeting and planning modéls, enroll-
- mentand aff. projections, census data analysis, and staff and pupil personnel data re-
trieval and statistical summarization. These and similar systzms will be used by partici-
pants in two modes: at first, individually, and then as components of an integrated man-
agement information system. As well there will be consideration of certain operating
information systems in ust¥ i in business and industry to determine their potential
. relevance to schools. .,

Additional topics will include ‘

a) the consideratign of some of the latest dcvelopmems ir the application of com-
puters in education such as Seymour Papert's LOGO systen or thé work of Marvin
Minsky on getting machines to learn and to exhibit intelligence;

b) the investigation of the potential available when CATV and computers are com-
bined as a new tool for community-based education. The new computing device de-
veloped by Sanders Associates that makes this wedding possible, along with their no-
tion of distributive processing, will form the basis for this investigation in one of the

, cities in which they are presently experimenting; |

c) the investigation of the use of computers in non-educational settings such as in

: hospitals and airlines to consider possible analogues to educational uses.

Aside from these and similar activities, itwill be a major concern of the program that
the participant become a literate reader and critic of the prevailing literature on com-
puter dppll«.allons to education. In one respect, this is the most ambitious goal of the
prograni. Yet there is no doubt that without at least a beginning sense of the extent to '

& which writings about computers are cither well-founded or fraudulent, there can be

little reason to expect that the schoolman’s future decisions concerning computers and
computing and their relation to educational programs will be pioperly fashioned.
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Acting in an individual capacity and not representing their agencies or orgamzations
the following persons kindly served as an advisory group to this study: Kenneth Buck,
Secretary of the National School Boards Association, Council of Big Cities Boards of
Education; Emerson Elliot, Deputy Chief, Human Resources Programs Division, Of-
fice of Management and Budget; Jean Flanigan, Assistant Director of the Research Di-
vision, National Education Association; Iris Garfield, Director, National Assessment,
National Center Educational Statistics, U. S. Office of Education; Donafd.Dafoe, Execu-
tive Secretary of the Chief State School Officers (until June 1972); Lindsey Harmon,
Director of Research, National Academy of Sciences; ©Owén Kiernan, Executive Sccre-
tary, National Association of Secondary School Principals; Rolf W. Larson, Director,
National Council for Accreditation of Teacher Fducation; Justin Lewis, Study Director,
National Science Foundation; John Lindia, Acting Deputy Associate Commissioner of
the Bureau of Education Professions Development, U, S. Office of Education; Edward

" Pomeroy, Executive Secretary, American Association ofColleges for Teacher Educa-

tion; Jack Sessions; Assistant Director, Department of Education, AFL-C1O; Gerald
Sroufe, Executive Director, National Committee for the Support of Public Schools;
Grant Venn, Associate Secretary, AASA and Director, National Academy of School
Executives; Dustin Wilson, Jr., Chief, Educational Leadership Branch, Education Pro-
fessions, Development Bureau, U, S. Office of Education. } s
- Participating in,the development of data for the study were Lindsey Harmon and
Marilyn Brus of the National Academy of Sciences who guided us in the extraction of
information on doctorates in education from the data bank on doctorates. Daniel Grif-
fiths, Dean of Education at New York University granted us the permission to institute
a follow-up study on graduates of NYU which was conducted by Ann Chandler. Su-
pervising the data runs on the Michigan principals was Professor K. George Pedersen
of the University of Chicago. The. American Council on Education assisted us in ex-
tracting data on student characteristics from their data bank on students. Vance Grant
and Les Silverman of the National Center for Educational Statistics ay/the U. S. Office
of Education provided us with statistics‘and technical assistance. Allgn Ellis and Rich-
ard Willard of the New England School Development Council comfributed advice and
technical assistance to the study. fames Farmer of Systems Resgatch, Inc., developed a
study on costs of education degrees in California;"and David Kirby of the Faculty
of Education, St. John’s, Newfoundland, assisted on the analysis of local salary sched-
ules. Professor John Pease and Barbara Hetrick of the Sociology Department at the
University of Maryland critiqued the data on student characteristics. Oliver Gibson of
the State, University of New York, Buffalo, provided us with educational studies melated
to locals and cosmopolitans. Selma Mushkin of Georgetown University assisted with
guidance to tie overall study. .

Susan Wagner gave form (o the study with her editorial talents and Fois O'Neill
provided the study with its final edit. Andréw Bornstein executed the dé’sign.,

We are deeply appreciative for the tireless assistance given to the study by Sidney
Tickton and Lonna Jones of the Academy for Educational Development, and to all the
others at the Academy who assisted us on the study. :

Finally, our special thanks go to the Ford Foundation which provided the funds for
this study. The findings, conclusions, and recommendations represent the view of the
authors and not those of the Ford Foundation or any other persons associated with the
study and listed above. / )
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. This report was conducted under the auspices of the Academy :
for Educational Developmapt,, Inc., Washington offices with :
: Sidney Tickton, Executive Vice-President and Treasurer, and z
H Lonna Jones, Assistant. Z

Additional cofaies of this report may be obtained by writing:

. ' Academy for Educational Development, Inc.
‘ 1424 Sixteenth Street, N.W. :
. Washington, D.C. 20036 . ) :
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